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ABSTRACT
This study addresses itself to basic areas of ignorance concern-
ing the subject of crisis management analyses as applied to alternative
schools. First, although conflicts and crises have become more frequent,
there are relatively few individuals who understand or perceive crises
as a dialectical process of educational change. Second, there are even
fewer individuals who know how to analytically examine a crisis so that
it's dynamics can be made more comprehensible to managers of educational
change programs. Finally, there is extremely limited knowledge regarding
effective approaches to altering the variables connected with a crisis so
that a desired outcome can be achieved.
Since most practitioners and observers of education have until
recently tended to not view educational change from a dialectical pet spec
tive, they have been more concerned with the development of methods to
maintain social and educational order and stability rather than with
the
entire process of educational change which inevitably involves
disorder
Vi
and disharmony and, thus, crises. In contrast to the conventional
crisis avoidance approach to educational change, this study was aimed
at the development and application of analytical approaches that will
help practitioners and researchers better comprehend and deal with crisis
as a significant and inevitable aspect of educational change.
In order to accomplish the purpose of this investigation, crisis
management analyses were adopted, modified and invented. The adopted
and modified approaches were from such diverse disciplines as interna-
tional relations, labor-management relations, sociology, political sci-
ence, and organizational development. The invented approaches emerged
from empirical problems and data generated in the field, rather than
being theoretically formulated in isolation from real conditions. All
of the approaches were applied to alternative schools and their directors
either in the field or in workshop settings.
The data were obtained from the following sources: (1) directors
of alternative schools; (2) all forms of alternative schools; (3) national
in scope— incl uding especially information from Los Angeles, San Francisco,
Seattle, Minneapolis, New York, and Boston; (4) Fast Coast alternative
school emphasis. The means of data collection included the following:
(1) national questionnaire; (2) national interviews of directors; (3) per-
sonal interviews with selected East Coast directors; and (4) clinics on
crisis management and leadership for directors of alternative schools.
After the data were collected, they were placed into three cate-
gories for examination: (1) social system structure theory; (2) social-
technical systems theory; and (3) developmental or epigenetic
theory.
Analysis of these data was then conducted in accordance with
principles
vii
of "formulative" research. Empirical data and various appropriate or-
ganizational theories were analyzed and at times extended to formulate
several propositions on alternative school change and crisis. These
propositions should be useful to both practitioners and researchers in
the field of educational crisis management since they delineate the
salient dynamics of crises and lead to analytical frameworks for view-
ing such events in a more rational and systematic fashion.
In the concluding chapter, a number of recommendations are for-
warded for further research and development in the field of educational
crisis management.
viii
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CHAPTER I
PROBLEM OVERVIEW
Prologue
During the turbulent period of the 1960's, I was earnestly try-
ing to apply all that I had learned in business school and industry to
the challenges of community organizing and race relations in inner city
Los Angeles. At that time, I was working with a number of groups and
organizations that were involved in issues of social change, education
and public service. Through these efforts I had come to realize how
immensily difficult it is to organize people around public concerns and,
as a result of that experience, I developed a deep respect for those who
committed themselves to this arduous and significant task. The task it-
self began not by applying principles of organizational development as
I had learned them so well in business school, but rather by first con-
fronting and testing the conventional system, thereby educating ourselves
and the community to the rationale for organizing. This in turn led to
my increasing interest in education, which I began to see as a
potentially
creative and exciting force for social improvement instead of
merely a
tool to be used for social maintenance.
Eventually, I discovered that the formal learnings I had
gained
were quite inadequate to the task of developing
organizations engaged in
social change within an inner city environment. The
technology of organ-
izational development was just beginning to emerge. It was
primarily
2being applied to large industrial bureaucratic organizations and second-
arily to small therapeutic encounter groups, which in either case was not
sufficiently relevant to my concerns. Through many exhaustive attempts
at organizing and training organizers, I concluded that more appropriate
organizational theories and practices were required in the area of educa-
tion and social change (I use education broadly to include both formal
and nonformal education). Particularly noticeable to me was the absence
of organizational knowledge on conflict and crisis despite its increasing
frequency and severity.
In 1970, I resolved to investigate this problem further with the
aim of learning more about organizational change with a specific focus on
how it is affected by crises. Moreover, I had hopes of contributing in
some small way towards building a body of knowledge around these concerns.
This study represents the culmination of the first phase of my resolution.
The second phase will involve more in-depth investigation and the testing
of propositions that have been formulated. I have been extremely fortu-
nate to be able to pursue this multiple interest of organizational change,
dynamics of crises, and education through the support of the School of
Education, University of Massachusetts and the National Alternative Schools
Program.
Format of Dissertation
The dissertation begins with a "Problem Overview" that
explains
the problems of change and crisis in the field of
education and in the
subfield of alternative schools. Included in this
section are statements
on the purpose of the study, assumptions and
limitations, and definition
3of important terms. These items will help clarify at the start, the
parameters necessary to the study's further development and explication.
Following that is a "Review of Literature" which examines selected re-
search and thinking done in the area of crisis management. This will
delineate the existing foundation of knowledge to which this study can
contribute. The section on "Design of the Study" is included io indicate
the various procedures used to arrive at the final conclusions. The main
substance of the study begins with the chapter on "Analytical Tools for
Examining Crisis." Here various models that have been abstracted from
real experiences of alternative school directors are combined with appro-
priate theory and then formulated into propositions relevant to crisis
management. The last chapter summarizes the findings, essays the mean-
ing of crises, and makes recommendations for future research and action.
In the overall, the study begins by building a foundation for exploration,
then explores the subject and presents its findings, and finally suggests
concrete ways to deal with the problem.
Statement of the Problem Background
and its Significance
Social Condition
The Citizens of America. . . are, from this period, to be
considered
as the Actors of a most conspicuous Theatre, which seems to
be pecu-
liarly designated by Providence for the display of human
greatness
and felicity; (and) surrounded with every thing which can
contribute
to the completion of private and domestic enjoyment. . . (with) a
fairer opportunity for political_happiness than any other
llati° n
has been favored with. . . treasurer ot Knowledge. .
.
ar<? .aid
open for our use, and their collected wisdom may be
happily applied
?n the Establishment of our forms of government;
the free cultivation
of Letters, the unbounded extension of Commerce,
the progressive re-
finement of Manners, the growing liberality of
sentimen . .
4citizens should not be completely free and happy, the fault will be
entirely their own.
--George Washington
So, then, to every man his chance--
To every man, regardless of his
birth.
His shining, golden opportuni ty--
To every man the right to live.
To work, to be himself,
And to become
Whatever thing his manhood and
his vision
Can combine to make him--
This, seeker,
Is the promise of America.
--Thomas Wolfe
In communist society. . . each can become accomplished in any branch
he wishes, society regulates the general production and thus makes
it possible for me to do one thing today and another tomorrow, to
hunt in the morning, fish in the afternoon, rear cattle in the even-
ing, criticize after dinner, just as I have a mind, without ever
becoming hunter, fisherman, shepherd, or critic.
--Karl Marx
During certain unusual moments in history, the unyielding confi-
dence that pure human will can master and change the social condition has
become a salient thrust of that society. Some examples of those rare and
preciously creative moments are characterized by Athenian Greece, Renais-
sance Italy, Elizabethan England, and the foundina of America. During
these periods, dreams are given vital and potent expression in
ways that
are aesthetic, political, organizational, and spiritual.
The above guotations have in common those rare
qualities of ex-
pressing the human capacity to will itself toward a vision-a
dream-a
utopia. It is the human will to struggle towards
the ideal of a more hu
mane society that provides one of the most creative
elements for change
and also a central theme in the development
of history.
5It has been stated many times before that to dream, to envision
new realities is one of the essential qualities distinguishing human be-
ings from other animals. The fact that mankind does dream is a testament
to his creative and imaginative powers. Because of this fact, one would
find it difficult if not impossible to locate a society that does not have
some dream or vision of what it would like to be. In this sense, we are
all, to one degree or another, Utopians.
Utopians aspire to transcend their present reality by building
toward new forms which represent the world that they wish for. Further,
the opportunity for Utopians to challenge a society to new aspirations
tends to occur during moments of great historic transition when standard
ideas and practices no longer seem to work. At these times of historic
transition, the elements of society appear to disconnect--an occurrence
which is often precipitated by a crisis or turning point in history. It
is interesting to note that the term "crisis" itself comes from the Greek
work "krisis" which means "to separate or disconnect." Isaiah Berlin
vividly articulates the historical nature of crisis in his essay on Turgenev
covering the period preceding the Russian revolution of 1917.
Critical turning points in history tend to occur, we are told, when
a form of life and its institutions are increasingly felt to cramp
and obstruct the most vigorous productive forces alive in a society--
economic or social, artistic or intel lectural --and it has not enouoh
strenath to resist them. Against such a social order, men and groups
of very different tempers and classes and conditions unite. There
is
an upheaval . . .
'
Isaiah Berlin. "Fathers and Children:
Predicament," The New York Review of Books^ , Volu
15, 1973, p. 9.
Turgenev and the Liberal
,e XX, Number 18, November
6It is my proposition that American society is in such a period of
great historic transition, that this transition is characterized by crises
and manifested through apparent disconnecting elements and conflicting
struggles which, in turn, have impelled utopian thinking, planning and
building. This proposition raises the following auestions: What are the
causes of the current disconnections? If crises are freguent precipitators
of disconnections and social change, what do we know about the elements and
causes of crises? What meaning does all this have for education? And par-
ticularly, what is the meaning of this to alternative schools since they
are utopian impulses seeking an ideal educational expression and real i za-
ti on?
Part of the answer to these questions is provided by Erik Trist
who has a superbly talented conceptual ability and is one of the founders
of the social-technical systems aDDroach to organizational studies. Trist
delivered a paper to the UCLA Organizational Frontiers Seminar entitled
"Urban North America: The Challenge of the Next Thirty Years." This paper
represents possibly the most lucid and concise explanation of the present
condition of urban North America. He begins with the premise:
that an irreversible change process is proceeding in the. world, at an
accelerating rate but with extreme unevenness, both within and between
countries, which I shall refer to as a drift toward the post-industrial
society--to use the term for which Daniel Bell (1967), Chairman ot the
American Academy's Commission on the Year 2000, has won widespread
recognition. This term, now widely current, stops us from assuming _
that our present social order will continue indefinitely. Our
need is
to prepare for a society radically different from the
industrial so-
cieties which have evolved in the last two hundred years.
.
• •
have used the word "drift" to indicate that the process
is not under
control. Unless control is established, critical aspects
ot our en-
vironment and our lives will become unmanageable.
2 Erik Trist. Urban North America: _
Years. Paper presented at the Town Planning
Ontario, June, 1968, p. 1.
The Challenge of th e Next Thirty
Institute of Canada, Minaki,
7In this premise, several points are made that are significant for
this study. Trist begins by describing the changes that are taking place
as "irreversible," occurring at an "accelerating rate" with "extreme un-
evenness" and he attributes these to a "drift toward a post-industrial
3
society." The changes that he has described are mainly structural changes
or put in economic terms, infra-structural changes which when combined with
ideology and culture determines the society's state and rate of development.
According to Trist, North America has undergone vast and rapid structural
change, especially over the last fifty years. Selected examples of some
basic structural chanoes are: the technology has changed from energy to
information; the most influential political establishment has altered from
financiers and industrialists to scientists and professionals; economically
the composition of the work force has altered from blue collar to white
collar; the work learning ratio has altered from work force to learning
force; urban areas have altered from single metropolitan areas to inter-
metropolitan clusters.
Despite these vast structural changes, Trist maintains that what
has not occurred correspondingly are changes in the ideology and cultural
values of American society. The ideology still largely reflects traditional
values and assumptions of the industrial age such as the belief that inde-
pendence and individualism is of paramount importance to the well being of
our society. In contrast, according to many social scientist and other <
concerned persons, what is most needed to resolve the current complexity
and magnitude of problems is a far greater willingness for oeople
to
^Ibid.
,
p. 18.
8collaborate. As a result of vast and rapid structural changes and a lagqinq
ideology and culture, a "structural -ideological mismatch" is occurring which
endangers the viability of American society.
Some of the prominent aspects of this society are: complexity, in-
terdependence, uncertainty and intermittent turbulence. A way of viewing
this is by thinking of society as a social system with subunits, each of
which are becoming ever more complex and interdependent in a milieu of
rapid social,' technological and structural change--a process that is essen-
tially sporadic and unbalanced, and out of which crises and conflict between
subunits are bound to emerge. Crises and conflicts, by the way, are inter-
acting processes in which crises result from conflicts but conflicts do not
necessarily involve crises. These points will be clarified in a later por-
tion of this study.
Educational Condition
The educational condition in American society is one that basically
reflects the gualities of the society as a whole and, thus, its confusions
and ambiguities. As the society is characterized by growing "complexity,"
"interdependence," "uncertainty," "intermittent turbulence" and "discon-
nection" referred to as "structural -ideological mismatch," educational
systems intrinsically mirror these same characteristics.
The inevitable manifestations of a social-educational
system that
is disconnected and changing are-like the social
condition-conflict and
crisis. Some examples of the changes that are sweeping
American education
along are described by Ronald G. Corwin in his
book. Education in Crisis:
9Forced to attend schools by law and economic realities, young people
spend more years of their lives in educational institutions, and more
days each year, than ever before. The proportion of young children
between three and five years old attend "preschools" increased from
twenty-five to forty percent in the seven-year period from 1964 to
1971, and even more dramatic increases have taken place among older
age groups. Whereas in 1910 the average adult had completed only an
elementary school education, by 1970 over six of every ten adults aged
twenty-five to twenty-nine had graduated from high school. Over the
past twenty years alone, the dropout rate from high school has de-
clined by twenty-five percent; seventy-two out of every one hundred
persons who were in the fifth grade in 1959 have graduated from high
school, and nearly half of those have gone on to college. If present
trends continue, it is possible that by 1980 more than sixty percent
of all adults in the United States will be high school graduates, more
than four times the proportion found in 1910 and nearly half again the
proportion in 1960. By that time, too, nearly three out of four high
school graduates will be in some kind of higher institution of educa-
tion. 4
Changes of this scale take place--especially in a social setting
where even grander changes are occurring--with great difficulty and often
accompanied by perturbations. The drama of educational change is a testi-
mony to the critical role of education in the larger process of social
change. Corwin further contends that: "(education). . . must be under-
stood in terms of the social processes that shape institutions. Two pro-
cesses are primary: social change and conflict."^ One only needs to con-
sider the struggles of the 1960's and early 1970's to realize how true
Corwin's remarks are, e.g., community control over the schools, student
attempts to assert their power, desegregation, teacher militancy, and
tensions of class differences.
^Ronald G. Corwin. Education In Crisis . New York: John
Wiley
and Sons, Inc., 1974, p. viii.
5
Ibid
. ,
p. ix.
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Corroborating the importance of conflict and crisis in the change
process is Louis Maguire's work with Research for Better Schools. She
arrived at the following observation on the subject after analyzinq the
literature of change for practicing school administrators:
. . . events occurring in the day-to-day world of the administrator
reveal that crisis is one of the main factors prompting chanqe. In
fact, the school environment can aptly be described as a crisis envi-
ronment. Parents, taxpayers, community grouDS, aovernmental agencies
and students are emphasizing that they will not permit the school to
function as it has functioned in the past. . . . The import of this
issue is that the crisis environment in education will increase, prob-
ably with renewed vigor. How to handle a crisis situation, or better
yet how to prevent the constant reoccurrence of crisis, is a question
that is shrouded in doubt and mystery. 6
Educational conflicts and crises of this recent era have hinh-
1 i gh ted not only the needs and arenas of change but also the manner through
which the changes will be forged. As current disconnections evolve into
contentions and then percolate into crises, those conflicts between adver-
sary groups will determine, due to the interdependent aspect of our society,
the nature and destiny of educational policies that extend far beyond the
original conflict. Ronald Corwin adds that:
The future. . . will be the product of conflict between educators
and citizens, between the social strata, between those who benefit
from the status quo and ^hose who would benefit from a new social
order, and betv'een various organizational princioles that underlie
social institutions. 7
Educational conflicts, then, are not only critical in terms of
identifying
major problems but they are useful in providing a view of the future because
6 Louis M. Maauire. Observations and Analysis of the
Literature
on Change. Philadelphia,. Pa.: Research for Better
Schools, Inc., June
1970, pp. 4-5.
7 Corwin, op. cit . , p. x.
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the wins, loses and compromises that become the outcome of the struggles
will determine the direction and rate of change.
There are other factors which help create conflict producing con-
ditions in schools. Mark Chesler and John Lohman offer some assumptions
that characterize schools from a power-conflict perspective. Their first
premise is that schools are strain-and-confl ict-producing systems. This
is because within the structure of a school organization different leaiti-
mate but competing and sometimes uncompatible interests are endemic. Once
pluralism is recognized as legitimate, then, conflict inevitably attends
it. Secondly, members of a school district--students , teachers and admin-
istrators--occupy roles and structures and operate with professional and
organizational norms and procedures which keep them separate, and work
against formal (and even informal) interaction and the development of cross-
cutting ties of common interest, values or feeling. Thirdly, all of the
legitimate power, authority and expertise in schools presently resides en-
tirely in the hands of boards, administrators and some teachers in the
school. 8 A hierarchy of power that becomes vested in any singular group
automatically establishes in a transi tionary age the confusions for
authority challenges and conflict.
From the point of view of educational literature, there is fur-
ther substantiation of a pervasive sense of crisis and a corresponding
de-
sire for reform and revitalization. One need only to recall
the v citing^
8
. Schools Through
'Mark A. Chesler and John E. Lohman. "Changino
Student Advocacy" in Organizational Deve lopment in School^,
edited uy
Richard A. Schmuck and Matthew B. Miles. Palo Alto,
California: National
Press Books , 1971 , p. 193.
12
of Charles Silberman, Jonathan Kozol
,
Arthur Pearl, and James Herndon,
Dwight Allen, Edgar Friedenberg, Ronald Corwin, Ivan Illich, Everett
Reimer, Herbert Kohl, to name only a few, in order to gain a sense of the
declining confidence in standard American educational structures and prac-
tices. The picture that they portray is of schools as grim and joyless
places where true learning is subordinated by protocols and structures
that have grown less meaningful and more inadequate over the years.
As noted before, one of the primary positive consequences of a
crisis is that it can energize a movement toward reform and the develop-
ment of better, more appropriate practices. John Fisher, writing in
Saturday Review
,
suggests that "what has happened during these ten years
(1960-1970) is that pressures of the sort that produce and usually must
precede institutional change have accumulated to the point where signifi-
es
cant reforms are not only possible but inevitable." Given this view and
the preceding analysis of the American social -educational condition, it
seems inconceivable that American education can continue to resist the sub-
stantial changes that are now in motion.
Alternative School Resnonse
When the forces for change are substantial enough to overcome the
forces of resistence to change within American education is someth! nq that
cannot be predicted. In the meantime, however, some sectors of American
education have already partially accommodated to the forces of change
and
to the problems of education through various reform attempts.
One reform
John H. Fisher. "Who Meeds Schools?" Saturday Review ,
September
19, 1970, p. 78.
13
strategy is the so-called "alternative school" movement; there are five
hundred to one thousand alternative schools throunhout the country. Al-
though there is no single consensus on the aim of this movement, there
seems to be a common feeling that education in the United States is a
monopolistic operation that needs to be challenoed by new alternatives.
Moreover, alternatives may well be in response to a surgence of ethnicity
and self-actualization movements that have found their way into the realm
of education. Alternative schools, as a result, have been trying to pro-
vide some other "real choices" to the traditional educational process. A
better articulation of the nation of alternatives is a statement by Donald
Glines who is one of the most active proponents of alternative schooling:
We can choose between a Ford or a Chevy, Catholic or Protestant, Demo-
crat or Republican. We should be able to choose the kind of school we
want to go to. The worst police state in the world is the public school
system. To be truly democratic, we need alternatives in education.' 0
Besides simply providing a greater variety of educational choices,
alternative schools may well represent a different mode of organization in
contrast with other standard schools. In this feature lies their signifi-
cance as a potentially creative invention--an organizational prototype for
future education. This point will be elaborated in the section 'Purpose and
Hypothesis of the Study."
Although the development of alternative schools was an educational
response to the turmoil and crises of the 1960's and despite the fact that
they were founded originally to alleviate those problems which were so
^Rational e , Readings, Resources . Amherst, Massachusetts: National
Alternative Schools Proaram, University of Massachusetts, May,
1973, n - •
14
evident, ironically they now have their own crises to face, their own
growth and metamorphoses to nurture, as explained further in a later sec-
tion.
It has been stated that crises are inevitable facets of social
change. Often, they are a result of the inability of conventional models,
both theoretical and practical, to deal with a given situation. This,
then, initiates the need for social retooling. Furthermore, not only are
educational crises inevitable, but they have become ever more frequent
occurrences shifting focus from one area of education to another with only
momentary lulls in-between. One need only consider, as stated earlier,
the crises of racial desegregation, community control over schools, teach-
er militancy, and student activism to realize how very common this feature
of contemporary educational life has become.
As an agent of educational change, alternative schools are in a
rather peculiar position. For the most part, they are still considered on
the fringe or as an illegitimate child of the regular school system. Since
they are still relatively new and less organized then the regular system
members and are often viewed with suspicion, alternative schools find
themselves quite vulnerable to conflict and crisis producing situations.
This need not, however, be viewed as entirely negative. In fact, the po-
sition taken in the present study is that conflict and crisis are endemic
to the democratic process and these dynamics when properly managed through
appropriate administrative practices and institutional structures can be a
vital aspect of a healthy growing system. However, what is requirec to
make a healthy growing system is an attitude of accepting crises and
con-
flicts as necessary elements of social change. It is much like
the concept
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of "pluralism": a social system must accept the importance of pluralism
in order to realize its benefits.
Within the described social
-educational construct, directors of
alternative schools are in a unique position. They must keep one eye on
the alternative school, the other on the regular system, and then modulate
the disparity between the two. A crisis in this setting may initiate an
opportunity for positive change and even maturity, but it may also mean
imminent danger. With effective management and no small amount of luck,
the crisis can become a turning point eventuating in educational advances
for the alternative school itself and for the school district at large.
On the other hand, a crisis may encourage regressive changes and ultimately
disaster if, for instance, it results in the closing of an alternative
school or worse, the elimination of the concept of educational pluralism
and choice.
Summary
This discussion has attempted to portray a society that has become
extremely complex, very interdependent and, due to rapid structural changes,
crisis prone. Much of current crisis is a crisis of ideas--their inade-
quacies and the assaults upon them--which has unleashed divisive passions.
If this society does not destroy itself, it will be because new ideas that
are more harmonious with the changing reality will have been efrected. The
educational sector largely mirrors the social condition and as an increas-
ing part of its reflection there appear to be substantial impelling
forces
for change and reform. In response, alternative schools were
conceived as
one strategy of reform by presenting an opportunity to develop
greater ed-
ucational choice and, also of considerable significance, to
resurrect the
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human instinct and will to pursue its capabilities of embellishing peda-
gogy and learning with imagination, creativity and poetry of action. If
alternative schools do nothing else, by posing the question of alterna-
tives, they ask us to consider the meaning and significance of our educa-
tional practices as they relate to our contemporary reality. When individ-
ual and historic momentum for change converge, this introspection also ul-
timately leads to that necessary ingredient of vitality and change: pur-
sual of the ideal —of the utopia that was mentioned at the start of this
paper. Thus, alternative schools are really part of the utopian process
of seeding the educational soil with new ideas and dreams and awaiting
their fruition. Irving Kristol, in his essay on "Utopianism, Ancient and
Modern," summarizes the significance of this point:
But just as it is ideas that alienate us from our world, so it is ideas
which can make us at home in the world--which can permit us to envision
the world as a "homely" place, where the practice of ordinary virtues
can indeed fulfill our potential as human beings. In such a world,
dreams complement reality instead of being at war with it. 11
There are many problems requiring attention in this description of
the social -educational -alternative school condition. For my purpose, the
problem that I am concerned with is the issue of crisis as an inevitable
and essential feature of educational change in a pluralistic democracy,
the protocols of crisis management by administrators of alternative schools
(which are vehicles for change), and the consequences ot the interaction
of crisis, management protocols and alternative schools.
Presently, there is little known about conflict and crisis and
their role in educational change except that the role is, indeed,
^Irving Kristol. "Utopianism, Ancient and Modern," > he altern
a-
tives, Volume 7, Number 9, June-September, 1974, p. 9.
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significant. Furthermore, there is limited knowledge of the "management
of crises" in educational settings. Decker F. Walker, professor of the
Graduate School of Education at Stanford University, describes education's
movement as incoherent, reactive and that of a "drunkard's walk." He con-
tinues that "over the long run, the fate of each and every promising re-
form depends upon our working out more direct confrontations among con-
tending interests, more lasting and conclusive resolutions or accommoda-
tions, and a more sustained and consistent effort to carry out policies
1
2
decided upon." Essentially, Walker concludes that the problem with ed-
ucation is that there is no institutional mechanism nor body of knowledge
and practice to modulate the shifting balance of power among diverse in-
terests into a reasonably consistent and cumulatively self-corrective pol-
icy. At the emergence of each new crisis, an educational decision made at
one point is denigrated, neglected or reversed by those who are concerned
with the new ills.
Whether one views the macro-educational scene as Walker does or the
micro-educational scene— the alternative school director's point of view--
it is clear that the processes of conflict and crisis are unknowns and yet
fundamental. Although organizational development as a strategy for educa-
tional change has been used more recently in schools, this approach has
tended to be in the way of the trust-truth model which relies extensively
on collaboration in order to resolve conflicts. Richard Schmuck and Matthew
Miles, who are both organizational development specialists, feel that
"much
more research should be done on the effects of deliberately bringing
^Decker F. Walker. "Euucational Policy is Flapping In The Wind,
Center Report , Volume VII, Number 1, February, 1974, p.
21.
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conflict into the open; training groups to fight for their interests.
.
and building new organizational power structures, roles, norms, and pro-
cedures through negotiation." 13 In a "Conference on Educational Change
Agent Training," Mark Chesler, Arthur Chickering, Per Dalin, Dale Lake,
Matthew Miles, Everett Rogers, and Lucille Schaible drafted the following
statement:
Recurring crises are now the norm in most U.S. schools. These crises,
however, are not being examined, researched or utilized to contribute
to the planning and restructuring of the institutions; but are treated
as abnormal, aberrant incidents which need to be curtailed quickly so
that the status quo may be resumed as expeditiously as possible.^
This section has posed the problems of educational change via al-
ternative schools and illustrated the dire lack of knowledge about crisis
management by researchers and practitioners alike. The following sections
will probe further into these issues providing some insights, paradigms
and protocols for fostering research and for use by lay practitioners.
Purpose of the Study
This study has a dual purpose: first, to study directors of alter-
native school s--as one type of educational change effort— in order to gain
insight into how they manage crises at various stages of the schools'
13
Richard A. Schmuck and Matthew B. Miles. Organizational De v el-
opment in Schools . Palo Alto, California: National Press Bocks, 19/1,
p. 235.
14Mark Chesler et al . "Change Through Crisis Model" in
Trainin g
for Change Aoents, edited by Ronald G. Havelock and Mary C ;
Hayelock._
Ann Arbor, Michigan: Center for Research on Utilization of
Scienti.ic
Knowledge, The University of Michigan, 1973, p. 151.
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development and to learn what the consequences of their management have
been; and second, to suggest the use of adopted, modified and invented
crisis management practices that can be applied to alternative schools
or other similar innovative educational organizations.
Thematically, the study will focus on the interacting dynamics of
three elements: leadership, crisis, and stages of development for innova-
tive organizations as they effect educational change. Leadership, crisis
and innovation are three basic themes to the literature of social, educa-
tional and organizational change. Effective leadership can provide direc-
tion, coherence, cohesion, and vision to a group. Crises offer opportuni-
ties for reexamination and renewal. Innovation is the substance and pro-
cess of change. Finally, a delineation of the stages of development will
provide a longitudinal conceptual framework for viewing the elements as
they influence one another throughout the schools continuing transformation.
Having stated the main purpose, some specific objectives will be:
(1) to investigate and describe the conflicts and crises of alternative
schools as experienced by administrators; (2) to identify the practices
of alternative school administrators in dealing with conflicts and crises
and to supplement the practices with strategies borrowed from other fields;
(3) to investigate the alternative schools pattern of development and how
the management of crises at each stage of development may affect the na-
ture of the school; and (4) to direct the synthesis of the study to what
Robert Chin refers to as Type B knowledge, i.e., basic knowledge focussed
towards understanding how change occurs, especially looking at changes,
their correlates and their consequences. (A more extensive definition
is
offered in the "Design of the Study" portion of tnis paper).
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In order to further clarify the nature of the inquiry, it is prob-
ably useful to formulate a general position statement. Since the study is
one that is exploratory in approach and will lead to the recommendation of
hypothesis for concentrated investigation, the following statement is simp-
ly a point of departure that is expected to evolve into other formulations
as the study progresses.
The beginning position for this study, then, is that as alterna-
tive schools metamorphose—at least theoretically—through seven stages of
development, crises at each stage play a significant role in affecting the
school's progression or regression toward becoming a distinctive "real al-
ternative."
This position statement will provide a guide to understanding the
factors which administrators of alternative schools can influence that im-
pel desired organizational change during moments of conflict and crisis.
For example, we presently do not know what the role of an administrator of
innovative organization involved in the dialectics of change is; what makes
for survival under stress and for courage under grim conditions; what pro-
tocols, tools, strategies are available for crisis management; and what
structures and systems can be encouraged for development that would en-
hance democratic crisis management and produce positive outcomes.
It is expected that the answers to these questions will be instruc-
tive to the field of organizational and educational studies not only be-
cause crisis management as a technological concept is new, but also
because
this study is based upon the assumption that alternative schools do
repre-
sent a different and perhaps new mode of organization from other
forms of
organization. Although it is rather presumptuous to make
generalizations
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about schools that are meant to be quite different from one another and
of which little is known, I will, nevertheless, offer some comparative
assumptions about alternative schools in contrast to regular schools for
the purpose of understanding the alternative school as a unique mode of
organization and for the sake of advancing this study.
To begin with, in a fairly lengthy analysis of the school as a
formal organization, Bidwell (1965: 1012) reviewed the research and lit-
erature and concluded that school systems have the following four signifi-
cant organizational attributes: (1) students enter the school involuntar-
ily; (2) staff members enter the school contractually as licensed profes-
sionals; (3) they are bureaucratic and structurally loose; and (4) the na-
ture of a school system government has dual but overlapping responsibilities
to a clientele and to a public constituency.
The organizational attributes of alternative schools contrast no-
ticeably with Bidwell 's description. Alternative schools will, for instance,
often follow a policy of voluntary student admissions instead of the invol-
untary admissions policy listed as attribute 1. Although staff members are
largely admitted in the same fashion as regular schools, attribute 2, al-
ternative schools will tend toward using more non-professional staffs. Be-
cause alternative schools are still relatively new, they have yet to fully
develop the bureaucratic characteristics of attribute 3, and tend to be
considerably looser in structure than regular schools. The alternative
school encounters the same problem as attribute 4 of regular schools; but
governance is further complicated by an ideology that supports schoolwide
dispersal of responsibility instead of locating it with the administrative
group.
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On the following pages are a list of "Structural Components of
Schooling" that was prepared by Carl Weinberg of the University of
California at Los Angeles. In the list, he presents a comparative view
of conventional schooling and alternative schooling. The list is by no
means comprehensive as it neglects some very basic items such as curricu-
lum, pedagogy, operational functions, power and control, climate, and com-
munication. However, it is still quite useful for the purposes of this
study in providing a sense of the comparative differences of conventional
and alternative schools.
In addition to Weinberg's list of the "Structural Components of
Schooling," a supplemental list has been compiled which is illustrated
in Table 2 on the pages following Table 1. Table 2 is divided into two
columns: the left column represents conventional schools and the right
column represents alternative schools. Most of the information on conven-
tional schools was discerned through readings and discussions with Robert
Chin. The information on alternative schools, in contrast, was determined
by the investigator's own judgement which was based on his personal exper-
iences with and knowledge of alternative schools.
The categorical format for this supplemental listing was selected
where they seem to apply from Ralph M. Stogd ill's organizational scheme
entitled "The Environmental -Organizational Segment." For further infor-
mation on the scheme, see Item 1 in the Appendix. Stogdill, who is
Pro-
fessor of Business Organization at Ohio State University, has
prepared a
scheme that is one of the most lucid and comprehensive attempts
at build-
ing an organizational model based upon prior research.
For the purpose
of this study, the scheme proviJes a useful and
convenient method of
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comparing conventional schools with alternative schools as two distinct
types of organizational forms.
Before analyzing Tables 1 and 2, it may be useful to offer an-
other conceptual model in order to help sharpen this comparative analysis.
In referring back to Erik Trist's essay on "Urban North America," one may
recall his description of urban American society as being in a state of
"structural-ideological" mismatch where a cultural lag
-is occurring.
Thereafter, he goes on to suggest that there are, however, new emerging
social patterns which he concludes are in the right direction for the re-
quirements of our contemporary society. Table 3 represents Trist's model
of the key cultural patterns persisting from industrialism (column one)
which he contrasts with a set of recent emergent patterns (column two).^
In Table 3, under cultural values, Trist has listed four corner-
stones of traditional morality in North America: achievement, self-con-
trol, independence, and endurance of distress. Despite the fact that
these have been considered the main tenents of development, Trist advises
planners to design "habitats" of the future from the other list.
Self-actualization, a value discerned by Abraham Maslow (1954, 1967),
is something for which more and more people are demanding some oppor-
tunity. As regards self-expression, Friedman and Miller report data
obtained by the Stanford Research Institute showing that there are
already fifty million Americans participating in amateur art activ-
ity. As regards interdependence, my Tavistock colleague Ronald Laing
(1963) notes that the word "you" does not occur in Freud, whose "self"
had no "other,". . . . The regulation of positive as distinct from
negative affects (Tomkins, 1964) will require the formation ot new
norms. ... The urban field during the next thirty years is likely
to be occupied by increasina numbers of people who are seeking solu-
tions to problems of value.
^
^Trist, op. cit . , p. 20.
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Now in comparing Tables 1 and 2 with Table 3, it is fascinating
to note the similarities between alternative schools and Trist's descrip-
tion of new emerging patterns that are necessary to bridge the "structur-
al-ideological" mismatch. In the category of cultural values, only "in-
dependence" is still strongly reflected among alternative schools. Inde-
pendence, though, is an extremely problematic facet of our culture because
in order for our society to effectively deal with enlarging contemporary
challenges, individuals must learn how to collaborate better with one an-
other and forgo some of their individualism. Despite this one glaring
disparity, it is very significant that the other items in column two of
Table 3 largely resemble alternative school characteristics.
If Trist's analysis of the need for new patterns is correct, then
these new values can only attain saliency in our society if life-environ-
mental experiences support them. Therefore, whatever occurs in alterna-
tive schools—as they attempt to organizationally sustain what they believe
are necessary changes— has particular importance beyond the scope of alter-
native schools themselves. Its importance lies in its uniqueness as a
different type of organizational form and because this new form embodies
many of the values and structures that are increasingly required by this
society.
Structural
Components
of
Schooling
25
tO
CD
CD
cr
e
<
co
o
p
O', rcE
d) 03E -r-
E E
•i- E
CD O
E 03
05 O
CJ
>3
+->
•I
—
co
e
CD
>
"
-OE CD
•a O S-
E r- OJ •
03 P dJ -P CD
03 CJ CO i-
r— U E -i- OO 3 03 03 4—O -a -CJ CD CDE CD E E E
CJ CD
I co E P> CD CD
o CD P > CO
o E E 03 03 i-E •r— CT E 3
CJ r- "CJ O
C/J CD E E O CJ
CJ 03 E to
4- E E 2 CD E
o 03 i—• E E O
-o O (D+J i
—
CD E •i— to to
CJ CD • +J O E •r—
c +-J >5 03 E CD CJ
03 +-> E E P> CD
-a ct 03 t- 03 OE 4J E O +->
CD 1 C OJ J CD
+J 3 X +-> J/
+J CD «— CD T3 O 03
eC > O CD E 3>~
•r— >
O', -M E •>- CD O
c 03 to E > P>
•r— C CD P *i- 03
E S- CO -r- i— E -o
i- CD CO T3 CD
CD +J 03 CD P> P>
> i
—
r— E O E 03
O <=C CJ CJ E O CD
I
T3
> E •«
o
co
e
o
03p
a
CD
CL
X
-o
e
n3
CO CO
c
o
P 03
03 i
—
I— o3
a.*o
CD e
cc fo
o
13
EP
C/3
O)
u
e
03
•o
e
CD
4->P
CD
I I
E P
CD •<-
-t-> 03
+-> CD
03 i
—
>, OE P
O
CO "O
r— CD
=3 E
CL-r-
E 3
o cr
C_) CD
I
CJ
c/j
CD
>
e
ou
-a
CD
»> E
e cj
o
•r- Ep o
03 4—
CJ
3 T3a cd
CD E
E =3
cd crE CD
CD E
E CO
CD
E CO
t—i </)
03
• CJ
(/>
CD E
CJ -r-
E
CD CD
co OE E
03 03
"C
CD E
N CD
•i- P
E P
•i— 03
l
CO
CD
CD
E
P
13
o
"O
CDP
+->
i
E
CD
Cl
+J
O
e
CD
cj
e
03
"O
c
CD •P EP O
03 'i-
+->
“O 03
E E
03 P
CD
>
•I
—
+->
03
C
e
CDP
E
CJ
e
o
*i
—
P
03
N
C
03
CD
E
o
4
—
O
E
E
CDPP
as
c.
CD
I
I
CD
E3P
CJ
3
ep
C/3
a
e
E
CJ
03
CD CO CD CD
ao. > +j
cr, >,
ca
E E
o
-a
o
CD 03 "O -I-
03 to i
— E
i— 03 CD C U
E e
O to
CL E3 O
XJ P
CD
E
e
CD
>3
JD
CD
T3
03
T3
CD
to T3
i >3 •<-
to T3 •
to to
CO E •>-
O to
4—
_Q 03
4- 03 £3
03 r—P CT
to e
CD E E 03 03 o O -r-E O <L CD •1— CD P>
tO "O r— to E 03
to E E to *f— •r* • +JE O 03 E • >1 u p> to OO •i— O to 03 CD E -X E
to P> to tO E E Q LU toE 03 CD E CD 03 03
CD P> -r- CD E E 1 1 P>
CL CJ P> Q-+-> CD E
CD T- O E E E •— O
1 C_ p—- CD CJ 03 O i—X 03 E E 03 T r— rc CD
i
— UJ 3 O 03 CD E to U
03 cr to E +-> 03 •r— 4- -r-
E P> P> • > o cE • 1— 0S 03 •r— Cl. •r— E
o to 03 . CD r— 3 a P> CJ
4- i— E CT, E -o 03 O E E
E 03 O • O E cr E O 03
i—
i
3 tO CD E 03 LU cr. rr CLE
03 E o
CD E
E P>
•r— *i
—
1
CQ O E E CD to
4-
to
to CD O
E E E
o cnp)
CL E
o •*
to E •r- •>- 13 CD E
CD O P> E 03 C-D •
,
—
•(— •r- 03 Q-
O P to CD CD P CE 03 O EE E tO •r-
P> CL 1— P1 CD 03 JZ
to a E D
ce CD -a e CD E (V
Cl. CD • CD 4- CJ CD
CD X to P 4- 3
P> a) P CD 03 •i— to
03 •i- E CD CJ *
>> P CD E toV, c
03
Ni
• t~~
E
03
cr
e
o
CM
CJ
c/>
03
+->
e
CD
>
e
oo
CD -Q
E
T3 •
to CD CD
E i— U
O r— E
to O 03
E E E
dJ L> L
Cl E O
O 4-
CJ E
CD
E CL
o
•r- CD
> r—
03 O
jz. E
c0
EP
oo
I
a.
E
•r- <DE
i— •*
e c
o oE *r-
+-> 4->
3 -i-
03 CO
O
E CL
CJ
r- CD
s-
o
JD
c0
4-
O
03 lO
+-> *r-
-t-> r.
X
CD
CL
3
CD CO
4-
E
-O O
•r—
CD +->
> 03
03 S-E +->
03
26
TD 4->
O
*a
e
03
o
od
to
e
o
(/I
E
<u
Q_
e
od
03
X)
o
cud
+J
3 to E CU E E
r— « to 03 E -r- 03 tO
03 tO CU CL 03 CU .X
> *a E E d •> to
CU E c O to +J <U 03 U
03 o cj -M
<u -a E E E •i- EE E CL to CU O PC (U
03 03 3 T3 03 +J T3
TD
to to E T-
-t-> «T3 T3
=3 -X
+-> CJ
00 03 O
3 re
o cj
E 03E +-> -r- d a-
aj E « > 1 a to
TD CU T3 E cu • i
—
03 cu3 e ai !- E cu to 03 E
4-> <U to if) if-
-v E
-E o
OO 4- 03 -P> •r— to o U E4- d 3 r— CL) 03 00 3
1 •t- O ro > +J E E E
"O E d • C •r— 0) OE O 4-> D. o -P> M— D </>
to +->(/>•!— E •r— 03 O 03
•i— to E 2 •i— CO 3 o -P>E E CU E C i— CU E T3 E
1 03 •>- Cl TD 03 CD 03 U 03 CU CU
i
—
03 CU CU E > N E
cu 3 CJ, >>d E •f— CU C •i— <u
CU > O 03 i— -r- “O d u to >o •p— i
—
E CU •1— E U •1— 03 CUE +-> 4-> "D 03 CJ > -4-> CU 4-> d
03 03 E CU 3 to •1
—
i— > E CO C.dE E 03 +J to CU +-> Z3 •i
— 2; • r— E oE E D- 03 3 TD 03 rr CT. C 4-> cu 03O CU
4— +->
E r— • •
CU <c 03 -Q
>5
4-
•r—
+->
e
C
U
o
"C
e
03
CT.
e
E E i
CU ai a> i 1
4-> E "D 03 CU
-M OJ
-P> lO
03 U •> U
03 to CU
to cu Q.
+-> Cl D X p-E 03 cu 2
CU E
T3 • DO CU to3 to d CU
4-> E "D p-
Ul 03 E CJ .E 03 C >,
• DO s • CU -p>
CU
O 03 to DO-r-E cu 03 r—
r— CL •
-P> •p> >!-d 03 O 03 E d
03 T3 E E CJ ai 03
i
—
CU CU 'r~ d
*f
—
•!— d to U— •P> E
ra E -p) CU O O
> 03 03 o +-> CL
< > E TD E +-> 3
03 CU 03
to E r— CJ d "D
LZ •i
—
CU O +-> CU
u E o E to
03 to 03 d O tO 03E CU u •i- d
P- to to to to
to +-> OJ E +J
i 03 to a> cu O CJ
r— r— cu d E •r- <U
< O +j i— D +J i—
03
cu
a_
e
od
m
TD
cu
-t->
e
cu
(—>
e
03 lO
to
to O)
to
to
o
C-
00 CU
O d
CL +j
to 4-3 OO
r- a)
e e
03 3
> +j
e
ai
TD3
+->
OO
DO
E
•I
—
-M 03
• LO E • to CJ
1 T (/> T3 CU (U E 03 1
E 03 03 CU CU d -o •i— CU •
•i- E •!- to DO 03 03 •* =3 >,
+-> to T3 E D3 CU CT E
-X >, E < 3 tO 03 03 E •i— 03E d CU •r^ -i
—
o E "D
o -a 4— E -a 3 E
2 "a cu o CU d CU E >> O
CU E E CJ d 03 i
—
“ CJ
O »r- CJ to 03 •<— E "D E >> CUd <4— oo d 3 E O +-> to
2 •*- 03 cu to 2 E CD •1"
+-> CJ -M +-> to OO CU
to E 4- o E *D E to *|— O E
E CU O E <U E O i— 03
o a CL -C 03 CU "D E
to E 3 -a E d CU 33 >,
E CU O ai 4-> E CU P- +-> C_> +->
E
+->
oo
e
o
O'
e
c
od
cj
00
e
aj
>
e
oo
03 +j
+-> +->
to a
<C CU
£ re
03
tO O
+J
CJd T3
+-> cu
4->
-P> 03
tO i
—
E 00
•I- e
03 03
CO E
03 -*->
TD
•r—
E
03 •«-
33 i—
13 -P JO
> C (O
CU CU
E u
CU CU *r-E > -P>
(O (D OJ
— cj +->
03 fO 03
d CJ "
CJ v- tO
r- E 00
.c a) <u
3 "a e
.x
cj
03
E
D<
E
•P>
e0
oo
1
I
CUE
3
+->
CJ
3
E
+->
OO
E
O
+->
03
CJ
a;o
03
I
DO
CJ
OO
03
E
o
•I
—
+J
E
CL!
>
E
Oo
E CJ E
to O T- O
-P> c- E •r—E 3 CU +->
CU "O CO
a T3 03 CJ
3 CU O -1—
+-> tO 03 4-
OD CD i
—
d -a
1 E E
E 03 at
03 3 o
E — oo
•i
—
3 4-> 4-d CJ to o
CJ •r- CU
03 E +-> >5
E E a
1— 3 TD E
CJ CU cu
CU N1 D'i
u >V- 03E E *D
03 03 E E
E T3 03 03E E "D
O O E to
4- CJ 03 03
E CU +» •
cU to to +-> to
CL E +J
E E CU a
TD •r- O E 03
E cu
03 T3 tO >
CU CU cu o
-P> +-> E •p— o
to E O d d
CU O CJ u CJ
1— to to 03 oo
03
OO
27
i
a>
>
CD
1 TD
to E c CD
CD to — 03 xz
4-) CD r— 4->
03 <-) >,
4. S- 4-> 4-J CZ
CD 3 0 -r- o
CL O C C CLO to 3
CD CD E
3
i
—
4- CJ E toO CZ O
o E •>- cj .
xz 3 OO TD to
u E " CD 3
oo •I- CL4-) OX • f— i
—
o
1 03 to aj 3
E TD XZ 4-
u.
TD CD U 1
CD CD CD TD CD
CO i— CZ CD 4- TD
03 -Q -f- CD
GO 03 i— 4- CL 4-
r— 03 •(- r— CD
TD •r- Z3 4-> CD 4->
CD 03 TD 4- XZ CZ
CD > -r~ a> CD
03 > CJ 4- CJ
•i— CD
4—
>
CD TD O CD to
CZ XC C 4-> 4-> CO
CD 03-r- CZ CD
TD E TD 3 CJ3 4- CD ( o
4-> O O +-> O 4-
OO 4-> 4- -r- > a_
I
i TDX C 1
03 (13 CD
E CD 4-> 4.
XZ CO CZ
CD 4) 4- 3
4- • CD3 TD c TD •> •
CO CD o CZ CO 4->O 4. CL 3 CD CO
Clv- 3 •i- CDX 3 4- 4-> 4.
uu cr to O •(- CD
CD •r— 4-0 4-)
4_ 03 C
• to >> CL-r-
>>-M 3 4-> 03
4-> O CJ U (—
•r- CZ o O 03
> u_ 03 TD C
•(- 4-> CL C O
4-> O 1 03 03 -i—
CJ Z3 O 4->
03 TD TD CO 03O CD 4- TD CL
4- 4- to O CD 3O C_ 03 CD O
CQ 4-> CZ O
CD C C OU co (U •*
CZ to E 4- O
CD • CD C-i— 4->
•r- T3 c O CD
4. CD CD i— to TD
CD N 4_ CD CD
O. •(— 03 >0 4-1
x E 2 CD C 03
CD "i- < T3 r—
a>
CZ | r-
o cz cd xd
•<- o E -r-M U •»— X
03 4-> CD
D. ro E )f-
ca +-> o >,< 4- -*-)
I
to
cz
o
S- (/) •!—
CL) to >
XZ 03 v-
+-> .
—
+->
03 G CJ
4- 03
4->
03
•i"
4-
(13
TD • 4-
E O
•(- <U
XZ 4) C
CD to O
ai
cj
03
D.
on
4- CO 4)
O 03
4- CJ
to o o
-)-> r-
to to
a
c
(D
CD TD «
s- <u cd
CD (D r—
4) CZ _Q
CZ •(-
cd •<- >— XO CL)
O S- i—
+-> +-> 4—
(13
4-
cr.
o
4-
Cl.
(T3 CJ TD
a>
.c
xz
cn3
O
S-
to
+->
c
a>
TD3
4->
OO
cr
c
4)
o
E
o
(_>
o
CL)
4-
=5
CJ
3
4-
co
CL)
>
4->
O.
03
td
i
cn
o
00
c
CD
>
c
o
<_>
I
CD * i—
1 4. >, 03 1 |3 CO >1 r— 4-> •>- C 4- (—
4-> CD XD 3 r- 4-> o O 03:
CO CO 4-> cr r— CZ CJ •
to 03 TD CD 03 CD C 4-> XZ
03 4-1 S- CD 4- CD 4-> TD 0 3 4)
E to 4-> C 4- O c r- Q_ 03O C r— O Cl 03 4) = E
03 E CD 4- 4-> 4-) CL
CJ CD i— O 4-> O •> 4-
to aj c TD • CO 3 4-1 C T3 • O
4-> xz o CO 4) TD CD 03 0.4-
CL 4-> u *> CD Cl 03 TD E •O CO 4J (0 CD CD CD CD CD
TD O) CT,4-> 03 TD •» XC cr. x: E
<=L c • c U U 03 r- CZ 03 4-> •'•(-
•1- 4-» r
—
3 •(- 03 •(— c CO 4-)
i
— 4-> 3 1 TD 4- p
—
•(— i— 03 CO CZ
O O CL o O -r- O 4. CD O CO
o E 4-> o 4. 4-> o 4-> cr. 4- ’ i— —
.c O 3 xz Cl. 4- xz CO c | •i- 4-> 4->
o O O CJ CD o 3 •<- 3 03 •(-
oo O oo TD CJ oo TD 4-> • TD CT 4)
r- 4-> CD CZ 4- CO CD CD-(— •>
1 to 1 XZ 4- 1 •r- O 3 CO 4- E >i
•> 03 tO O CO 4-> 03 •r- 03
TD r- CD TD • (— TD CD 03 CQ co i— 2
CD CD r— CD C CO CD TD TD 4—
>
4-> 03
CO TD 4- •r- CD to •r- C CO O) C CD
03 O CD CD 4— CD 03 CO 03 U CD O to
CQ E XZ 4-) S- CQ 4-> r— 03 TD 03 r—
4-> CZ 4- cn 3 4) 03 Q. 3 CL 03
>1 CZ CD O CD CZ C C C 00 4-> CO -r-O o s- 4J TD o CD o CO 4-
c •r- O r— • 1— C E 1
—
TD TD CD
CD 4-> 4- 4-> 03 *> 4-> CD 4-> C 4- C 4->
O a C CO 03 > 03 03 O 03 03
CJ 3 CO 3 CD CL CO CD CL E
TD 4-) T3 4- TD 3 4-> *r- 3 0) i— CD
4^ O C O 03 CJ c x: CJ E O E -M
4- 4- CD S- C 4. CJ CD CJ CJ •i
—
4-
-r- 4-
UJ Q- TD Cl o c. G E < o 1— 4-> 4) 03
03 XD CJ TD
I 4-
03
JZ I
2 4-
CD
•**a
>1 c
u TD
CD C
CL 03
oo
o 2O
XZ -M
CJ r—
OO 03
CD C^-
CD TD Cn
XZ C
4-> CD •(—
XD >
4- 03
o c x:
4- +J
x:
to CD +->
.
— s_ s-
(13 (C O
O 2
CD to
CD TD
CD 3 CD
XI r— S-
+-> 03 CD
> TD
4- •<-
O T3 to
C
CD 03
£Z
o
o u
•r- to
O CD CD
xz cn_aG -Q
CD «—
CD i— i
—
XL 2 -
4—' C 2
czox w
+j O'.
•> c:
to to •(—
4- r— TD
CD (— C
4-
-r- 03(DX -P
a; to to
i
i
CD
c o
to o
x: CD O 4)
1— 3 C
(— 03 CD
i TI E
CD
> CO CL
03 O
CO TD r—
O C TD CDO 03 CD >
XZ 4-> (D
C_) CO CJ TD
to
CD CD
O) CL CD
4. TD CO XZ
CD CD C 4->
C — «r-
4- 2 cn
03 O >, c
CD CZ i— -r-
—1 XC 4-> XC
4-
C 03
* 03 4->O CO 4) 4-
>i
•— to aj(— C TD
4)
-r- O C
•r
—
XC (J 3C to
3 CD 4-
O
4- XD O
O
O C
c_> XZ 4) o
CD
4->
-r-
4- CD 4->
XZ O 4- •<—
(— 2 03 TD
CD
O IC CD C
-X 4- CD
4-
« >,T3
to 4-) i
—
r— CD -r-
i— •(- x:
•1-0 0
xc o
to to c
•I
—
a) cd
to XZ TD
O 4J CD
XZ 4->
I— xz cO 03
CD 1 •i- i
4- 1 .CZ Q-
3 CO 2 E
4) a. CD * !
CJ c to CO
3 i
—
O CD CD
4— r O 3 XD
4) c XZ i
—
C/D c G 03 O
xz > 4)
CZ CJ >-
o to 4)' TD TD
CD C CZ
4) 1 *i
—
03 03
03 03 CJ
N c o (O CO
— o C/D CD 4)
r •I— cn cj
03 4) CD TD CD
CZ -C CD CL
a CD )— r— CO
o >
C/D c
o •
CD G 03
t—
IX)
to
Coqnitive
Skills
Emphasized
-
Training
b.
Cognitiv
e
Skills
Balanced
with
Affec-
in
the
basic
and
advanced
academic
tive
Skills
-
The
school
is
concerned
skills
is
the
primary
concern
of
the
with
the
emotional
and
interpersonal
school.
state
of
the
learner.
28
-Q
I
1 o cj
to to fa
cd d i
—
d4- 1/1 O H! ta
• p
—
a> -r- d
—
i
—
-m a; o
i3 /a s-
>i i- n- fO T3
-t-> ai 0)
• i d d to
c cd c d
33 d r- O • ta
E +j ta t- Q. >E ai c -p z
o CD O CJ O 4-
c_> O tO d d
+-* d ro o> O4— a> o
o
toO 03 Q. a> dd d d o
4-> •r- CD . 4-> toO -P TJ d do 5- d a) >, CD oO -r- d JJ Q- • 1
—
cd 2 to 4-1
> O) -r- “O CD fa
r— 4-
-a i— ai d d
o O T- d) -d •t— • 1 cr
> 3 (U 1/1 CD 4-> CJ
LU 4-> 03 4-1 -i— C d CD 4-1d to i
—
•(
—
fa > d
to ad aid d Q. • i
—
1—
f
a> cl <j ta CQ =£ 4->
i •i- aj +j fa CD
33 to Jd d to O E d CD03 < > (g fl) 4-> CD d <1d CD
CD 1
—
4->
• d r— •
cj •r— CD <c fO
4-> d
fa r—
r— CL
CD CD
a: CD
tod dd O
(D
4-> d
4-> CDd ta -d
cd 1 Q_ 4->d 4- CD
-a O • • -o CD
r—^ >, d +J d O
*r—
-Q O <1) <0 1d to -r- to
c_> a> T3 4-> cd to to
r- a; fa d CD a
1 Z3 -d d CL 1 •r—d to 4-> o 4->
to •I— to QJ c3 to
a) d .— -r- d •r—
,
— Pdl d (O CD d
33 •f— <a •!— Jd CD
ctz 2 +j = to
to "O d
1— 4->
+j >i aj fa o 1
CD -r— 1
to Q-'—> i— 4-> 1
OJ E >) o fa O)d O 1— O r— d CD
D_ cj CDd o 13 dd O -f- 4-> i
—
d o -i— to > CJ i d
4-> 4-> d 33 O o
•r— O 4- d d o •r—
2 -o -f- o O 4-> d 4->
CL) +-> 4- IS) CJ fa
ai 4-J to d oo CD
a cj cd o to d CJd a) o -n d o r— d
fO CL tJP O •1— ta CD
•I
—
X d d 4-> d CJ
, CD 33 O) 4-1 ta o is)d > cj d • i
CDE a> d d d 03 4->
o i. ai o ia CD d cno ia p u to 4-> CD <1d >
t—
l
d
. o •
a CD o fad
CO 4-> >jr-
CD to CO rod
_Q
4->
-r- Q_4->
•r- nj o
> D) i- o
•f- fO O <4_
4->
CJ -X -X T3
(O S- i- 0)
O O 4->
tO d
4-1
fCd
O
CD
4->
c
X
0)
oo
1 to ex
to to EO -r- d to
cl to CJ ro
fa 4->
to Jd
fa d r—
Q. r— QJ
Jd -r-
U Jd d
33 (O 4-> to
E S- O CO
ta CQ
CD
I
I
T3
C
r— C <T1
<d a> o o 4->2T3 f+J ifl
a» daj *4->tO >> « cd<a +->
-a
to d cd 3
•r- •—
' E
tO cd
-*-> C d
4- ra c=
-t->
•«- cj -d
4-1 O CD to — d CD to tO 4-> 4-1
ta 4-1 CD C o i O CJ
-d 4-1 d •1- d to <r sz d 0)4-> d d i u d 4-1 CD ta 2 «- 4-1O *i— to o ta d d d o
CD d •r— d CD c. • E 4-> n(O 4-> •> o ta 4-> 0)4- E Cl oo <a • •r— ta CD 4- CD Odd dd N cn 4-> d d 4-1 O 4- CD 4->4->
-r- . ra o CD d T3 CD d d d •
i— CD d CD -r— d 01(0 u O to
>j O' d 4-1 4- 1— to ta CJ di— * i D CD d r- O CD CD CD CDd CJ to 4-> 4-> i—i fO 1 d d 4-1 •—i d
ta o cd d 4— O d 4-> tO 4->
i— to •<— —
(
O U •r- O r— O <D d O
33 4-> r
—
tO *1— ta 4- O d faO 4-> -1— i— A E >1 +-• d O •(— 4-> a 4-
•f— to > <T3 Q) O d fO o CJ o
4-1
-i— •r- r— d Q. d E CD tO CD 4-1d X 4-1 O -Q o O E d d JJ ta cd
ta <D o ta •r— o 4- r- o ro o <a d d
cl to <a oz to LU O CL o 4- o E 2 •<-
u -o D
I 03
to CL d
CD * O >, ia r-
• i
—
to d 4J d to d
4-J CD to •r— d o CD ra D
•i o d ia a. 4-> d d
> fa cd O r— o fO 4->
• r CLJJ c O r— to ra
4-1 tO -r- E a -a CD -o s-
CJ T— o •r— CD . d d
ia T3 u d • to to O f—d to d^ ra d to O ra
o fa <d d O 03 JQ d r - CJ =5
•t— •i
—
o U d CJ O d -O .
4- to 4-1 1— O 4-J o •I— CD
•r— CD -r-
-O to -X to 4-1 d CJ > CJ
CJ d > D fO CJ ta u 4-1 v- d
D •r- *r“ to ta c CL to ra ~o ra
Q. r— -M fO >— d > d 5=
to O CQ >— 4-1 1 03 1— r— • i
—
dd ra D d ra d od CJ 1 2 O d •r— d CL d 4-
i—
i
d d 4-> O -X o o d
O ra d to •r— CJ •1
—
o CD
1 o ra T3 4-> fO 4-> 4-1 E CL
o >1
—
CD fO d d CD
d « o 4-1 tO 4J CD 4-> CD tO 4-> CD
o LU -T- . ra u ra CJ > CD tO >
CL d CD O' d T3 d -r“ >3 •r—
4-> d d CD 4-> (D O' d o 4-> tO 4->
fa " o •r— d to d CD ra o •r— CJ
cn E cj cn •r- '—
'
IS) > -a CD
CJ O ra CD d >3 1 r— d i
—
d O CJ E IS) CD d CJ 4P 4-1 ra i—
CD d E D 4—1 O •r— •i
—
D CJ 2 O
CD 1d o E 1— O -r- E d 4-> ra CD CJ
OQ 4-> tO O fO ta 4-> o O ra d
ta d 1— d ra d E > 4-> d
X -Q T3 CJ ta a o E •r— tO CD ra
CD 1 d d fO d o CJ o d O d d
IS) 1 ra o CC O i— LU CJ Q_ E +-> 4->
JQ CJ -a D
CONVENTIONAL
SCHOOLS
COMPARED
WITH
ALTERNATIVE
SCHOOLS
Larry
Kubota
29
o
o
2=
cj
GO
O)
>
ra
c£
O)
4->
o
o
cj
GO
ra
c
o
•r—
+->
£
ai
>
c
o
c_>
I
a>
-Q
a)
CD
c
ra
.£
u
X
ai
4-
o
to
a)
3£
a)
>
cu
cu
2
> 4->
I
I
jz
4->
cu
CD
ra
cu
to
•r—
>
O£
CL
ra
-£
CO
E
a>
£
cu
E o >> *
r— c CU 4->
to
-C C o4-
-*-> 03 -t->
CU O TO
-Q <U £ CD
CU to CU £O to 13 CL-r-
+J £ ra CU -t->
cu CJ TO -M
to +-> <U £ ’r—
•a cu J3 (U P£ £
-M 23
cu CL " £ 3
+-> O 3 to
rO
e
CDj£
•r- 4->
to -I—
aj 2a
CJ
-c: o
2 0 0)
cu to
i— c: -4->
CL ra
O 4->
CU
ra • o r— 'r- CL £ 3
a) a; a o o O ra ££ ra CU CU CJTO •!—
“a “a c to to to O CD £ £ 4-
*r" >
—
ra
•r- £ • r~ CU 4- •> O cu cu CU 4-> O >> -£ CL *f—o CO £ £ £ ra -£ CU T3 +->
S- 1
—
£ o o O N TO CJ OT3 -r-CL ro £- E E E •r- £ £ +-> £ ra £
•r™ o £ ra ra •r- O
-£ U sz £ £ £ ra £ TO CU .£a o cu CU cu CD CU CU CU > -M
•i— to *n > > ~> £ .
—
• 1
—
G3 £ m 33
-£ to • LlJ LU LlJ o cl 21 t— ra -3 ra2 £ +-> 1
—
CU cu o£ CD £ O • • . . .O £ -£ 1
—
C\J CO ao
•I— (a £ U
+-> , O to
ra •r—
N cu +-> cu
•r- _£ ra -££ +-> CJ +->
rO •r—
CD TO £ O£ £ 3 +J
O ra E
£= to •
cu t— O -M 1 to -JC
-£ o CJ £ CU 4- 2 1 1 £
+-> o ra +->>»£- I O 1 1 o cu cu 4- CD £ ra
-£ •> CL £ i— ra £ i
—
f— r— > £ "•r- £ O ££ CJ to CU i -Q - r- CU TO o CU •i
—
+j TO -r- 3 4-
•»
— to CU 4- TO ra = CD £ CJ r _£ £ £ ra
«— o £ E £ • •r— 03 £ CU ra *'— i— •>
to cu o • CU •<— £ +-> ra £ Z cu O TO 3 r— £
CU JZ £ to to CL £ 03 3 £ o TO > ra +J £ CU CT O <U
1 +-3 to 3 CU -r- -£ O r— £ e CJ CU > CU U CL
23 •> cu o TO E +-> cu +J ra rd 1 •<— -a CL ra £ O
ra £ to £ 3 £ oar CJ — £ CU J
£
c -o
o cu
•i— +->
+-> ra
CO CU
O £
CL £
cu
"
-t->
cu £
to •!—
0
Q- E£ £
3 O
CL 4-
1
cu
£
=3
4->
u3£
+->
GO '
CD
•r—
_0
E
ra
cu cu
+-> £ -£
C rO u
•i— ra
to cu
cu
CU 4-> £
r- ra£ CU CO
£ -a
ra * 1- TO
u to c
-a to
cu cu
4-> CD
rO ra
,— s_
>n£>
•r—
X
cu
TO o C= +-> ra to o . Cl — r- cu Z3 4— •r—£ o o TO 3 •1— CJ CU E +-> CU TO +-> C
—
c £ £ £ O 4J £ o o CU to 3 •r— r
—
1 ra
1 4- ra £ 1 cu £ u CU • i— CL -t-> CO £
CU r- r\ o ra £ £ o • i
—
4- 1
to CU CJ T3 »» • CL cu T~ +J r— JZ CU CU J-> r— O c
£ £ •1— CU TO CD Cl 1 CJ to ra +-> +-> CL 4-> •r—
CU
o
cu 3 r~ +J CU • 3 o •r” £ CJ ra
a;
•r"
> +J 2 ra +-> •r— to £ JZ z o £ ra c to CO
•i
—
a •r— ra 2 u •r— O £ •t— cu •r— •r—
TO C3 £ +-> £ z CU to > -l-> ra ra > *r— CJ O£ • i
—
£ CD 3 - TO •r— ra o .£ £ •r— -M £ CD
1 -t-> CU CU >> CD £ CU •+J N 2 CJ +-> to <U "O
to E £ +-> ra a +-> ra •r— +-> a to 4-> X (Dto cu CU £ -Q cu JZ ra £ £ 4- £ i r— cu
CU +-> 4- r— • r— i— CJ 3 o ra J£ 4- s=
CU
>
to to 4- CO r— ra TO -Q CD +-> rO TO _5 a •i—
o o >, >> •r— o cu •i
—
ra £ •i— M £ 3 •r— -£ 4->
o cel to TO > CJ 1— > '
—
O 2 GO ra to +-> H3
cu -a
•M o
-£ JZ
I 4-> 2
to
c a z
O Z ra
•r- CU
4J 3 Ol
ra I— £
CD
o
to
\_
aj
23
o£
CL
CVI CO ld
30
o
o
cj
oo
a>
>
03
E
a»
to
o
o
cj
oo
03
e
o
1 2 to T3 1E 1 o E -r— i
—
O E (— 03 > CD
CD CD -i- >E 4-> XI >3*0 CD
03 E E e
-a
r— 03 E *r—4- CD C
o
_r
to o
S_ -r-
aj e
-Q 03
E 4->
Cl > (JE aj
CL
X
03
e
a)
a)
sc
<d
aj
2E
03
_Q
O', +->
CL ro
•i- <JE -r-
00 C
E C5
OO
e
o
to
O E •-
4->
03
E
o
cj
e
aj a>
e e
sc
e
03
CL
E
o
a
03
to SC oE O O
(_) -I— to
03 e e
cl o <u
to 03 -M
E
o
sc
oE
o
03
aj
o
sc03 _
o >, 03
03 E E E
cd 03 1— cd
E 3 eC ooO-I—O
<4— 4-
4- 03 E 4- r—O to CD -I— 03
03 0.-0 E
<—
-C.1 o
CD U E -r-
> O) -i— 03 E
CD CDE CD 03
i
—
"O OJ L N
CD E cn-r-
SZ r— E SC
CD 2 CD X3 03
•I— O E CDE E to 03 E
-X CD O
>> +-> EE i— O to CD
CD CD E -I- SC
> > O r— -r-
03 E a3 Cl
<r~ C3 O
1 e
E I CD3 i— 4->
to 03 03
+-> a»
O -r- S_E > CD
X 4- to
CD O 032O >r—
r— E r-
i— -r- CD
03 r— S-
03
tO C3
•r- cr
E 03
‘I
—
to
a; x>
to "O
cs 03
03
o to
CD -r-E E
o
to
CD CD
e a
O 03
C\J
to >,
03 SC
o
-t—> CD
e 03
CD
E X
CD EE 03
cj e
X o
CD -r-E
-a 03E E
03 4->
to
>) =3E E
1
i
4->E 0) CJO E * 1 D
CJ tO E E E
i— E CD 03 E
to 03 E E to
CT E a> E CD •r—
o O CJ v- CD X
r— •i- E -r-E E O >,+-> ,
—
03 03 U E to O> CJ O CD o3 r— C E
-EE X 03 O Q- CJ
•r— 03 -r- E to
CJ 3 EE E O 03 O CDO O tO 4- e
CL 4- CJ 4->3
-ae aj e a> E
-a tO E tO CD E
CD CD 13 -r E afae 3 E r— 2
03 CT E 03 03 • •E CD =3 to O
CD 03 > "CS -E CD to
CL X) t- E • CTO >3 03 > •<- CD f—
-
CD
Jd -i- 2 cj 03 E
CD « T3 E > OE E 0) E XJ CD E
03 CD SJ -r- CD 13 t—
> E e r— 03 E
>3 •r- 03-a-r-4- •i- CJ
vD E > E s E CJ —
j
e CD 03 E -i
—
O SE to
E • 4- .
CD i— O r—e
2
CD
+->
to
>3
to
03
CD
CD •
E tO
03 EE OO -r-
X E
CD C3
+->
<L) -r-
-SC 4->
03 E E 1 -—
-
1 A | 4-J E to
CL) !- 1 2 O • >5 o to E O E O
CD +-> O •!- r— 4-J to 1 -r- 1 03 jJ E CD 1
—
>> EE E TD to E 4-> 03 E X 03 O > E E
•r— •r- E CJ -X tO 3 05 to E -M E 03 03 4- • ,
—
E 03
4— 03 •r— •r- +J O 03 03 03 O E E 03 O 03 > CO
CD 0% 4-> J! i -r- to 1 E to 03 4-» E O > E “O
-O • #» to 03 03 E to E 4J to E E E 1 d
CD-t-> • i— CD E X n— •i— XJ CO CD 03 03 •i— O 03E • CJ E 2 0- E o 03 •** E 4-J 4J C3 E
03 CD <D CD •1— >3 03 o E to 03 CO 03 CT- E XJ 0)E 4- +-> XJ to 4-> E J P 03 E <E H3 E •P“ TD
+-> •* 4— U E tO -r— r\ o to 03 CD E CD OS — -C 03 1E CD 03 03 CD E to to 4-J E CD E •f— -M *1 d
to O E 4- 13 CD 03 tO -i- 4J 03 >> _Q Z3
CD i— r— 03 >3 0 0 E 1 E >, 4-> E CD E X CO > 03 d
-M 03 E E E CD Z3 05 tO 03 -r- E O) E S- 1
-Q 03 E a O cx to X a CL 4J E 03 i •i— a) +->
03 N O E 1 E CD CD to CD E 03 03 03 JD E e d
•i— to 4- O -r- -r- O C E E O r- E > 03 3 r— O
E E E 4- 4-> tO o 03 O -r— CJ -Q 4-J •r* CD •r— E -d •
03 03 CD 03 =3 03 tO E E a •<- • E •r- s- E > CO 4-J
> CD CSX -t-> 03 3 3 cx • O 4-J CJ 4-J 4-J to LO X E O d
to CT4-> E 03 X 3 03 03 c to > CJ i o (D
1 4 03 4- O X M O E CL r— o 1 03 03 +-> E
CD O -M o •i
—
E •i— E E E •r— E 1 4->
0)
d
r > CD tO 4-> 03 E CX CD O 03 jj E CX d O
cu r— i— to CD 03 03 4J CJ r— fv3 O CO a) 1— d
E -M CD 03 tO to O 4-> CD-M 03 E E C •r— CJ CL c _Q ,r”
E CJ > -Q CD E O E CJ E T- 03 •r— E •r— •p“ c <T3 >
o 03 CD 4J E O M- -r- • > -Q 03 E -C o d cz
to E r- CD O O 13 i i— 4-> tO a > CD CO d OJ cu
E CD CD E •r— E 4- t— 4- -r- CD •r— if r— X sz •r— d CD
CD 4J 2X0 4-> E E 03 E CD E E E 03 o > 1
CL E O CD E to o O •r O 03 -r 03 to O CJ ,r” d 13 v
E i—
i
r— CL •i— o o (J U 1— 4-J X E ZH 03 4-> LU > •4-J
CD 3 03E E
E
i—i . CXI
E
i—
i
0)
cc * -
e
CD
>
co
oo
31
-a 1 1
CU e CU *i-
CL 03 > >
03 o •1— SZ
+->
c_> x CO cue cj e
cu o E o eE 4-3 03 Q- *r—
e CU CO
o "O co CU COE cu cu e cu
•r— c E 03
> CD e c
e r— E CU 03
cu CO •r— +-> x
CU
-m a
"D -a -(-> cu
e E XI e
03 e CU o
co o E -a i-
r— •r— +-> C 1O 03 4-> CO 03 03o E CJ CU ex E 03 > +J O
u ai e E 1
—
C/i +-> 4- CU
e O E E •
cu p— E a o -p> e cu O 4- C
•i- x o 4-> r— CU
+j +-> p
—
03 cu co E
03 r— +-> CU > co cE 2 03 e a cu oE •r— CD -o e e
cu cu 4-3
+-> CL I—
1 O E •
< CJ *•“ «—
, CU
o -C
o +->x
cj e
co o
4-
cuX CU
-t-> r— i i i
-Q 1 <U 1— M-
CL •r— cu > o >
i— CO co TD'I- U C
aj E T3 4-> CU
XI o E TD Q- E
CL cu C 03 -r- r—M co +-> 03 "O CU 03
03 cu 03 X ZX e i XI 1 4-> +->
4-3 CJ E CJ
<u 4-> E o e cu
CO e E OJ C-rr-
cu 03 CU CU r—
1
—
• E co "O co CU
-Q CU 4-> c cu e <u 4->
03 cn 03 o E O 03 E
•r— E X • E acr
E 03 4-3 <U -P- E CO 03
03 x cn > •i- cu xi -a
> CJ CO e e e cj e
cu 03 CU 4->
1 . x CO "0 E
1
_a o o CU E 13 1—
03 +-> > 05 E 03
CO •r- x E 1 -r—
E E -t-3 >1 •i— » 03 (J
co 03 •r- 4-> 1 4-> E O •
• i— > 2 -r- E E O CO CO
co c > CU O) r— 4->
f
— 03 1 •*— -O E " c
o X 4-> E CL O r- CU
o CJ cu CL O O 4-> 05 EX cu > 03 t— EE
u S •r— -u o cu >> o o
oo 4-> < -t-> ><—+> s-
i CL
1
— 03 03
03 > "O •
e •r— CO >
•p— E
4-> 13 •
E C/i <
CU
>
E •
o t—
I
o i—
CO
4-3
1E i~
CU CU
"O 4->
o <U
• 4-3
"OE CO
cu E
4-3 T3 CU
to E 4->
>3 03 4-
CO
4- O
f— 4- a
03 03 E
•r— 4-> 03
CJ co
O .
CO x: O to
4—3 O E
03 O O •
Xi o to4— co 4-> 3O s- 03 oo cu • N 3E 4-
-E E CDo
CU
4-3 O E •r*
•r— (
—
03 -Q> > E 03
03 •p— r- 03 E 03x 4-3 03 N O
cu 03 E r— E
Xi E 4-> E E CU
s_ co 03 O 4->
n % ai 03 Cl_
sc 2 E E "O O
4-> O cu
4-> co
e • 03 <u o •
•r— r— x: X Cl p—
4-3 4-> E
CO
CU 4-3 4-
03 E o co
c cu 4-3
03 E E E
x: E E •,—
o O o 03E 4- E
T3 •r— 4->
CU > T3 CO
S_ E E cu
i
—
<U CU 03 E E
oo cu x: O
CU > 4-> CU CU 1
-a •r* SZ to a
4-3 S- 4-> O to cu
03 o Q. E. E
CJ E 4- E E O CU
cu s.. r— 13 4->
4- O CU CL -J E
4- E > CO 03 CU
03 •i— CU CU i
—
CJ
1 a r— X O
+-> S- Xi 4-> CT 1
03 a) cu 03 CU
SC > o i
—
CU E >
4-3 i
—
o E E 4->
4-3 03 •i— i •i—
CO • I— "O > E 03 r—
CU > E O
1 •r— 03 1 CU X)
X) s_ 1 r— 03 •
03 (U 4- 4-3 ,
—
•i—
-a 4- CO -o E 03
s_ 03 4-3 E O CL
03 cu 4-> E 03 O r
—
> CJ to • r- CJ CJ
E to 03 i— CJ C
: 03 CU 4-3 E 03 03 •i
•i— -E E 4-> 4-3 E
cu i 4-3 CU CO E i— CL
CJ CL "O E a; 03
c E s~ 13 O E O CU
cu O o 4-> CJ E CU X
13 CJ 4- CO E _J 4-3
1 CU
4- 03 >
C • E o •
i—
i
, E CJ f—
cu
4-3
. X •
CQ LlI c
i—
«
32
TABLE 3
Changes in Emphasis of Social Patterns
in the Transition to Post-Industrialism
Erik Trist
TYPE FROM TOWARD
Cul tural
Values
achievement
self-control
independence
endurance of
distress
sel f-actual i zation
sel f-expression
inter-dependence
capacity for joy
Organizational
Philosophies
mechanistic forms
competitive relations
separate objectives
own resources regarded
as owned absolutely
organic forms
collaborative relations
linked objectives
own resources regarded
also as society's
Ecological
Strategies
responsive to crisis
specific measures
requiring consent
short planning horizon
damping conflict
detailed central con-
trol
small local government
units
standardized adminis-
tration
separate services
anticipative of crisis
comprehensive measures
requiring participation
long planning horizon
confronting conflict
generalized central
control
enlarged local govern-
ment units
innovative administra-
tion
co-ordinated services
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Assumptions and Limitations
This formulative study on the nature of crises and its management
within alternative schools is based on the following assumptions:
1. That crises are critical turning points of change which initiate
opportunities for advancement as well as reactionary responses
that may lead to regressive changes.
2. That knowledge and skills in the field of crisis management used
ethically will considerably enhance the administrator's ability
to fulfill the intent of the change effort.
3. That crisis management will allow for the school to sustain its
vitality longer, to pursue renewal more vigorously, and to help
it realize its aims in becoming a "real alternative."
4. That crises are inevitable and are becoming more frequent due to
improved communications and public awareness and to the changing
nature of our society-social
,
technological, structural, and
revolutionary changes.
5. That alternative schools attract crises and at the same time are
more vulnerable to them because these schools tend to be "spear-
points" of change and yet are often unorganized enough to deal
with the problems they may precipitate.
6. That alternative schools represent not only a different aim in
educational practices but a different mode of educational organ-
ization as well
.
The following are some limitations to the study:
1. The fields of crises having to do with non-directors will not be
covered, e.g., students, staff, community, parents, superintendents,
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and disenfranchised groups.
2. The general study of conflict will not be investigated; rather,
crises as a subtopic of conflict will be the focus.
3. Alternative schools in rural areas will not be included, since
the study will be limited to alternative schools in major urban
and middle urban environments.
4. Geographically, the emphasis will be on East Coast alternative
schools.
5. The study is based upon a general survey of 360 schools, six al-
ternative school directors personally interviewed; two hundred
alternative school directors, staff, central staff, students,
and parents interviewed; two training workshops with approximately
sixty administrators; a one year training-intervention attempt on
an alternative school; and one preliminary three-day training-in-
tervention attempt on representatives from four alternative schools.
Each of these items did not provide conclusive evidence but did
provide some significant insights.
Definition of Important Terms
In order to insure clarity for the remainder of this dissertation,
some of the more important terms to be used will be defined. Each of the
following terms are central to the study of crisis management and admin-
istrative practices in educational change programs.
A1 ternative Schools
Public schools which, in the eyes of its members, differ
from the
35
regular schools in its district. Hence, alternative schools are mainly
alternative because members see the school as an ''alternative" and refer
to it as such. Generally, alternative schools try to provide an educa-
tional format that is unique and is based upon the schools' own set of
values rather than that of the larger school district. A more thorough
organizational description of alternative schools is given in the "Purpose
of the Study" section.
Crisis Management
The problem of defining "crisis" and "crisis management" is a par-
ticularly important one because, as will be made evident, "crisis" can be
defined in several ways. For instance, there are definitions which are
psychological, sociological, administrative, political, and others that
come from the physical sciences. Unless the definition of "crisis" is
clear to all concerned, when and how to respond to and act on it--to man-
age it, in effect— is unclear.
The term "crisis" comes from the Greek work "krisis" which origin-
ally meant to separate and is akin to the Latin word "cernese" meaning to
sift, discern, understand and decide.^ A crisis is a period of time in
which all of these elements predominate: there is often a separation of
ideas, interests, parties, etc. which requires discernment, understanding
and then a decision. According to its Greek derivation, "crisis" essen-
1 o
tially means a decision point or turning point.' The Chinese character
^
Webster's Third New International Dictionary , 1966.
1 R
Carol Bell. The Conventions of Crisis . New York: Oxford
University Press, 1971
,
p. 6l
.
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for "crisis" has two ideographs: one signifying danger and the other sig-
nifying opportunity. Together the ideographs illustrate a duality in its
meaning—the danger of the problem and the opportunity for change. Both
Greek and Chinese definitions of crises suggest that they are events which
challenge the mind to think beyond its normal pattern—perhaps even in new
ways—much like a puzzle might.
Looking at crisis from a psychological perspective, the following
are some definitions of "crisis" delineated by James H. Loue for a seminar
at the Laboratory of Community Psychiatry, Harvard Medical School:
—No set of circumstances, however unusual, is a crisis unless it is
defined as such by persons involved in the system.
—A crisis may be a threat, a challenge, a strain on the attention,
a call to new action.
—A crisis is a situation in which the affected individuals face the
necessity of making appropriate choices of action to avoid or mini-
mize severe punishment.
—A crisis occurs when a system's resources prove incapable of coping
with, managing or solving a pressing problem.
—A crisis occurs when the internal balance of forces (or equilibrium)
of the system is upset.
Harold Lasswell and Abraham Kaplan, who are political scientist
and philosopher, respectively, define "crisis" from a political vantage
point: "A crisis is a conflict situation of extreme intensity (high ex-
pectations of violence).''
19
In extending their definition, they go on
^Harold Lasswell and Abraham Kaplan. Power and Society. New
Haven: Yale University Press, 1950, p. 242.
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to say that "crisis is precipitated, therefore, not merely by conflict
but by the failure of available practices of conflict.
Taking into account these various definitions, "crisis" as I
shall use the term involves some specific conditions: (1) It is an inci-
dent that involves two or more parties in conflict; (2) it is a recogni-
tion by at least one of the parties of an intolerable situation; (3) it is
an action precipitated by a party that can no longer tolerate a situation
which causes perturbation and stress in a system's equilibrium state; and
(4) it is in total a turning point event that may transform the relation-
pi
ship of the parties involved. 1
In this study, crises are examined as a subfield of the study
of conflicts. Crises usually emerge from conflicts, but the study of
conflicts is an exceedingly large domain to comprehend in a short time
span. Imagine, for example, studying the nature of racial conflicts--
the historical, political, sociological, psychological breadth of such
a study would be overwhelming. Crises are smaller, more definable, more
isolated and manageable; therefore, they provide useful foci for studying
the change process in education.
Administrator
"Administrator" is a term that will be used interchangeably with
"director" and "leader". These terms could have quite different meanings:
administrator usually refers to the management of the affairs of some
20
Ibid ., p. 243.
21
Thi s definition was derived from a conversation with Dr. Robert
Chin in the summer of 1973.
„m
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organization--a term with a passive connotation; and leader usually refers
to one who is in front of others; a guide—a term with an active connota-
tion. The use of the term administrator or director rather than that of
leader was based on the uncommon usuage of that latter term in alternative
school settings. This may be due to a feeling of antipathy toward elites
in such settings.
"Administrator" comes from the Latin "administrare" which means
09
to attend, manage, to serve. Administration, then, involves "the prin-
ciples
,
practices and rationalized techniques employed in achieving the
objectives or aims of an organization."^ 3 The administrator in an alter-
native school is most commonly known as director or coordinator. Since
most alternative schools are still at a fairly young and formulative stage,
there is a tendency to rely quite heavily on the leadership of an adminis-
trator.
Abraham Zaleznik, an organizational behavioral ist, describes lead-
ership as ". . . mainly the process of influence--the capacity of men to
alter the thoughts and actions of one another in the direction of some
useful work. In this sense, the artist, the scientist, and other men of
ideas rate consideration as leaders as well as executives and political
figures.
It is interesting to note that Zaleznik's description of leader-
ship is similar to its definition in the realm of power and politics:
^Webster's Third New International Dictionary , 1966.
23 Ibid .
24Abraham Zaleznik. Human Dilemmas of Leadership . New York:
Harper and Row Publishers, 1966, p. 2.
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That is, the dynamics of the capacity to influence or change some elements
in a desired fashion. Therefore, administrators of alternative schools
use selective management protocols for the purposes of leading their
schools toward changing some desired educational state.
Change
It is used here in a general sense as "the action of making some-
thing different in form, quality or state." 25 Anything that is perceived
as being different is considered a change. Innovations usually fall into
this definition of change.
Changingness
This is a concept described by Robert Chin as changing change.
He defines it as "altering or building the cultural values and norms
governing the institutionalization or the norms and procedures which
regulate the change process in key factors of the social system and its
environment."
Power
"Power" is the ability to affect change. It involves influence
but goes beyond it. According to Harold Lasswell and Abraham Kaplan,
"power" in terms of decision-making includes "the production of intended
25
Webster's Third New International Dictionary , 1966.
^Robert Chin and Loren Downey. "Changing Change: Innovating
A Discipline" in Handbook of Research on Teaching , edited by Robert
Travers, 1973.
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effects on other persons—namely
, the availability of sanctions when the
intended effects are not forthcoming. It is the threat of sanctions
which differentiates power from influence; it is the process of affect-
ing policies of others with the help of (actual or threatened) severe
deprivations for nonconformity with the policies intended.
Dialectics
"Dialectics" is a method of viewing the change process as involv-
ing a triadic movement from a thesis to its antithesis which in turn may
form a synthesis which in turn gives way to another synthesis. This is
an endless process.
Conflict
It is the engagement between opposing or incompatible forces or
qualities (as ideas, interests, wills). The type of conflict this study
will focus on is the conflict of organizations and groups rather than
interpersonal conflict between individuals.
Innovation
It is the idea or i*"m which is new to a particular individual
or group, and the change which results from the adoption of the idea or
object.
^
27
Lasswell and Kaplan, op. cit . , p. 76.
^Richard Evans. Resistance to Innovation in Higher Education .
San Francisco, California: Jossey-Bass Inc., 1968, p. 16.
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Stages of Development
The concept of stages of development will refer to the life cycle
of alternative schools as they transform from one set of characteristics
to another. The concept does not necessarily pertain to the schools'
growth according to some time scale, but rather to the continuum of
characteristics that describe its maturation. A school can be very new
in time but mature in behavior or conversely, it can be old in time and
yet quite youthful in its activities and outlook.
CHAPTER II
REVIEW OF LITERATURE
Crisis management practices as applied in alternative schools
are a field of study having no real direct research. Therefore, an in-
direct survey of literature pertaining to the subject matter is necessary.
Two topics have been surveyed from which selected readings are described
for their possible relationship to the subject of study. The two topics
are: Social and Educational Change Resulting From Conflict and Crisis
and Administrative Behavior Under Conditions of Conflict and Crisis.
Social and Educational Change Determinants
and Results of Conflict and Crisis
Social change became a topic of interest to those who were in the
realms of history and philosophy. Goodwin Watson (1966) described some of
the earlier ancient theories (which were never really abandoned in some
societies) that change is unpredictable and uncontrollable, and is willed
by fate or the gods. Eventually, however, some classical theories of
change began to emerge. In the nineteenth century, Herbert Spencer (1892)
and Auguste Comte (1877) saw the development of society as a "linear ascent."
In this optimistic view, Spencer saw society assuming an evolution to a
better world order which would increasingly protect the rights of the in-
dividuals, decrease emphasis on government, abolish wars and establish a
global community. An opposing theory was proposed by Oswald Spengler (1926)
who saw human existence as an endless series of ups and downs. Spenaier
s
43
theory was basically "cyclical" as he saw each culture as having a cycle
of life or stages of development. Arnold Toynbee (1946) discusses the
formation of civilizations as occurring through a series of phases wherein
it grows with each successful response to a challenge which provokes fur-
ther challenges that are met with successful responses. "Creative minor-
ities are responsible, in Toynbee's model, for working out the responses
that help civilizations grow. At this point, one can begin to draw anal-
ogous contemporary theories to Toynbee's, such as in the case of describ-
ing the course of educational innovations where certain creative leaders
have been attributed as being the major impelling force for the change.
A somewhat different theory of change became known as the "dialec-
tical" theory of social change. Hegel first used the term as a way of un-
derstanding social change and development. Henry Aiken (1956:74) expli-
cates Hegel's theory in his book The Age of Ideology :
. . .all valid thinking about reality thus involves a triadic move-
ment from a thesis A, to its antithesis, not A, which in turn gives
way to a synthesis which can be removed only by a still higher syn-
thesis. Then the dialectic breaks out once more.
Karl Marx (1904, 1932) adopted this idea and advanced the theory that pro-
gress towards a classless society proceeds through dialectical conflicts.
He differs from other cyclical theorists in that these dialectical cycles
are neither endless nor meaningless. Marx sav.1 the dialectical process
near the brink o f victory. This Marxist view of social change differs
from the linear theory in its acceptance of conflict as an inteoral part
of the process of change. Usino this construct one mioht envision the in-
terplay between alternative schools and regular schools as an educational
example of dialectics: regular schools representing the thesis position
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and alternative schools representing the antithesis position; meanwhile
synthesis is in the process of forming. It is interesting, however, to
note that although Marx's interpretation of dialectics has been one of
the dominant theories of social change throughout the world, one hardly
ever encounters Marx or Hegel in educational chanae literature.
Max Weber (1947, 1958) approached the study of social change in
a two-pronged manner: he combined a cyclical theory of social develop-
ment with a linear theory of cultural development. According to his dual
approach, social structure never really catches up with cultural develop-
ment during charismatic periods, if the legitimacy of an old historical
structure is diminishing and a charismatic leader outside the structure
emerges and gives it it's coup de grace. One of Weber's major influences
on theories of social change was his point that a variety of factors ex-
ert influence on societal change and therefore one should reject all
theories that are predicated upon any one determining factor.
In more recent times, Talcott Parsons (1961) asserted according
to Amitai Etzioni (1964:76) that "change is not just a sort of disequilib-
rium, or as something that maintains equilibrium, but also a process that
can decisively change the state of equilibrium itself." Earlier concep-
tions of change assumed that the basic framework of society never chanaed.
Parson's model of social change by studing the differentiation of struc-
ture and that of the integration process provided a way to examine the
reformation of social structure. As regarding Parson's (1949) General
orientation to conflict, he appears to view it as dysfunctional and devi-
ant and to disreaard its positive functions. Lewis Coser (1956:23) says
of him that:
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AT though he has made significant contributions to the theory of socialcontrol and to an understandinq of the stresses and strains^ecul iarto various socTal systems, he v/as unable, given his initial orienta-tion, to advance the theory of social conflict or even to see its Gen-eral theoretical importance. g
In reaction to Parson's structural
-functional theory of chanoe, Ralf
Dahrendorf (1958) in turn felt that Parson's approach dealt with the fac-
tors that hold society together but did not adequately deal with the forces
of disruption and change. Thus, Dahrendorf proposed a dynamic theory of
change--a theory of conflict and change.
Within the developing spheres of study called psychology and educa-
tion, Elton Mayo and Kurt Lewin began a subfield of study often referred
to as 'group dynamics." Elton Mayo's (1933) orientation was that of in-
dustrial psychology and, thus, to him, management embodied the central
function of society. From this perspective, Mayo could not understand
conflict and he approached change from the standpoint of promoting collab-
oration and equilibrium. Kurt Lewin (1958) was particularly interested in
the dynamics of small groups. He demonstrated that changing individuals
in groups could be made easier if the entire group changed. This was sig-
nificant in illuminating the relative flexibility of individuals to change.
On a larger scale, Robert Park (1950) studied ethnic relations and
the aspect of social conflict. Park formulated a historical model of eth-
nic relations in which ethnic groups proceed through stages of relationship
from contact to assimilation. The interactive forces in his model between
groups which operate at each stage and eventually move the groups towards
increasing harmony is a fascinating theory in explaining the development
of ethnic relations. By identifying salient forces operating between two
groups, one could use Park's model to understand the stage at which the
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groups are and, perhaps, even predict the consequences of the interacting
forces, e.g., intenration and conflict. Beyond the scope of ethnic rela-
tions, Park's theoretical work contributed to the enlargement of conflict
(as it was one of his central concepts) as a force having positive func-
tions.
A classical work on conflict and social change was Georg Simmel's
-C.onfl 1 ct (1955). A central thesis of his is that conflict is a form of
socialization which means that group formation occurs as a result of dis-
harmony as well as harmony. Everett Hughs (1955:9), in the "Foreward" of
Conflict, says that: "Simmel is the Freud of the study of society. In-
stead of seeing change as disturbance of a naturally stable thing called
society, he sees stability itself as some temporary.
. . balance amona
forces in interaction."
One rather simple but useful way of viewing social channe is as a
process which has a beginning, a middle and an end. Often the beainning
of a change process will result from the tensions caused by social disor-
ganization. Kurt Lewin (1958), from his studies on oroup dynamics, theor-
ized that the beainning process of change was "unfreezing" followed by
"movement to a new level" ar J concluded by "refreezing." In response to
a state of unfreezina or social disorganization, dissatisfied aroups will
emerge and pursue what James March and Herbert Simmon (1958) refer to as
"search behavior." As dissatisfaction grows, search behavior may lead to.
social movements that attempt to make chanae. Eventually, this process
ends. Lewis Coser (1961), studying social conflict, pointed out that a
process may cease because it has exhausted itself or because the point of
termination is institutionalized as part of the process itself. In other
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words, termination need not be final but can also serve as an initiation
point for another process. Morton Kaplan's (1957) studies link the ini-
tiation process with the termination process. Kaplan conceptualized a
series of rules on the process of transformation in which he presented a
theory about the formation of new emerging structures as responses to so-
cial disorganization.
The formation of new structures
— that is, change—invol ves new
patterns of perception, attitudes, technology, and behavior and these
are often referred to as innovation. The effect of crisis on innovation
has received some attention. Goodwin Watson (1966) points out that inno-
vation is resisted when things are going well, whereas A. P. Rowe (1964)
speculates that war may advance the implementation of scientific ideas by
highlighting needs. Donald Michael (1965) proposed that since social dis-
aster often facilitates innovation, one possible approach to the problem
is to create a stockpile of innovations which have little attraction under
normal conditions but which miaht be accepted under conditions followiriq
disasters.
Further corroborated the theory that crisis plays a significant
role in change are the views of John Gardner (1964) and Donald Michael
(1965) who assert that under the conditions of crisis, a great deal of
innovation and chance is possible. Eric Lindeman (1965) reported on the
effects of a breakdown in social cohesion of a workina class community
following urban renewal relocation and on the acceptance of a mental health
clinic. The author noted that under normal conditions, such a clinic could
not have gained acceptance. During the relocation upheaval, the cohesive
forces of the neighborhood loyalty were threatened which allowed the clinic
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to work with people to resolve some of the problems caused by the change.
Wilkening (1952:13) investigated the effect of a climate crisis on the
adoption of grass silage by Wisconsin farmers. Adoption of the innova-
tion went from sixteen percent in 1950 to forty-eight percent in 1951
when rain and cool weather made curring of the hay through normal proce-
dures difficult. Mulford (1959) concluded that an economic crisis speeded
the rate of adoption of industrial development commissions by Iowa com-
munities. Sutherland (1959) showed that a cotton spinning innovation
was adopted more quickly by English firms because of the labor shortage
in World War II. Bertrand (1951) found that the crisis of unionized farm
laborers and wartime labor shortage aided the rate of adoption of farm
mechanization in Louisiana.
From a philosophy of science point of view, Thomas Kuhn (1970)
examined the history and nature of major scientific advances and from
this study he concluded that crises (which he defines as anomaly) are
necessary preconditions for the emergence of novel theories which he re-
fers to as paradigm changes. He says:
Confronted with anomaly or with crisis, scientists take a different
attitude toward existing paradigms, and the nature of their research
changes accordingly. The proliferation of competing articulations,
the willingness to try anything, the expression of explicit discon-
tent, the recourse to philosophy and to debate over fundamentals,
all these are symptoms of a transition from normal to extraordinary
research (1970:91).
From an organizational perspective, crisis can stimulate assis-
tance and greater information flow into an organization from the outside.
One example of an organizational crisis is the changing of a leader.
Amitai Etzioni (1964:55) states:
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the departure or death of the non-bureaucratic head of an ornaniza-
tion.
. involves a major organization crisis. ... the succession
crisis should not be viewed as a mere loss of organizational effec-
tiveness, a^ crisis from which the organization has to recover Ac-
tually, the succession period is often the stage at which needed in-
novations are introduced to counter-act earlier deterioration of the
organization.
. .
Greinier (1967) discusses the role of historical forces in assist-
ing organizational change in a paper entitled "Antecedents of Planned Or-
ganizational Change." His study examined a petro-chemical plant in which
an innovative training program was introduced. From analyzing the data,
the author stated: "that future researchers and change agents need to
give greater weight to historical determinants of change, with special
emphasis being attached to the developing relationship between an organi-
zation and its environment." (1967:52) Moreover, v'hen Greinier (1967)
surveyed a number of organizational change studies, he found that four of
the eight cases he classified as successful were preceded by the increase
of outside pressure and internal tension.
Bennis (1970) and Kelly (1970) are among those who believe that
conflict and crisis can become positive forces for organizational channe
especially if the organization approaches those tensions with an attitude
of challenge and improvement. In extending this idea, Coser (1956) argues
that it is not conflict itself that is alarming, but rather its mismanage-
ment.
From the literature of educational change, Giacquinta (1972:184)
detected two broad strategies. First, the strategy stressing knowledge
and understanding maintains that organizational change in school is a
function of the extent to which their personnel gain awareness and under-
standing of innovations (Eidell & Kitchel, 1968). Some examples of cnange
50
modes reflecting this conception are: demonstration projects, in-service
workshops, change agents, linking roles, and knowledge utilization.
Second, there is the strategy emphasizing commitment which maintains that
the greater the commitment or desire on the part of school personnel to
making change, the greater the change to be expected. Strategies of this
latter type Giacquinta refers to as "lock arms, forward together" approaches
because the tactics that are often used involve gaining deep commitment
from the participants of the change effort through group problem-solving,
intraorganizational feedback, and sensitivity training. It is interesting
to note that although crises are fundamental change inducing elements, the
literature on educational change strategies does not reflect much thinking
or work along these lines.
But despite the absence of crisis management in educational change
literature, Schon (1967:127) further strengthens the argument for the rele-
vance of crisis for innovations. He states that:
Only the strongest incentives can lead an organization to effective
deliberate change. Something like a state of crisis must arise. The
organization must come to feel that its survival. . . is threatened.
. . . Once it perceives the threat, the organization must immediately
interpret it as requiring a shift toward innovation.
Other organizational specialists such as Edgar Schein and Warren Bennis
(1965) and Ronald Lippitt (1958), have concurred that the organization
must feel some discomfort and strain before an innovation will be sought
or used. Matthew Miles (1964) concluded that the increasing influx of
innovations in schools lately has been in Dart promoted by the struggle
for national survival started by Sputnik. An illustration of this was
Brikell's (1961:27) study which noted that the rate of instructional
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innovation in New York State public schools more than doubled within fif-
teen months of Sputnik I.
Ronald Havelock (1974:90) conducted a study on school district
superintendents to determine the variables that were essential for suc-
cessful innovation. From this study, one of his confusions was that
"teacher, community and student-provoked crises are related to innova-
tiveness." Shirley McCune (1974:185), in reviewing Havelock's study,
suggests that "the focus of any innovation (when the school has been en-
countering a crisis) should be on ways of increasing the stability of the
system and the basic interpersonal competencies of persons operating in
the system. . . . The skills to be emphasized in any innovation at this
level would be those of crisis identification and crisis manaaement."
Administrative Leadership Under Conditions
of Conflict and Crisis
Although there has been in development an increasing array of ed-
ucational literature on change, conflict and administration, unfortunate-
ly most of this literature has little applicability for practicing school
administrators who are engage in the problems of chanae. The literature
has tended to emphasize the change process from an observers standpoint
and neglect what it may mean to practitioners. According to Louis Maguire
(1970:1), "The practicing school administrator. . . does not have the lux-
ury of viewing change as a novel event. He is daily involved in crisis
decision-making. . ." It is in this latter area where there is great
need and little knowledge.
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Administrative leaders* in education are an important source of
affecting behavior in an organization (Likert, 1961; Bowers & Seashore,
1966) and for that reason are a significant aspect of educational change.
The intention here is not to review the massive amount of literature on
administration and leadership. Such reviews have been done by Havelock
(1973), Cartwright (1965), Gibb (1954), Tannenbaum (1958), and Stodgill
(1948). Instead, a brief selected review will be presented of adminis-
trative leaders under the conditions of conflict and crisis and its ef-
fects on change.
To begin with, there have been a number of studies on the essen-
tial role of an organizational leader in either promoting or inhibiting
change. According to Griffiths (1964), "the number of innovations is in-
versely proportional to the tenure of the chief administrator." When there
is new leadership, they bring with them new ideas, behaviors and commitment
to a different way of doing things. Because of the potential impact of a
new leader on the organization, this period of changing leadership is of-
ten regarded as an organizational crisis in itself as was reviewed earlier
(Etzioni, 1964:56). Schein and Bennis (1965) further substantiate this
point:
Where effective leadership exists. . . it is possible to influence
more people more successfully. An effective leader in a well-organ-
ized system is related to all other members through overlapping group
memberships which allow influence to be shared and to flow downward
and upward easily. If the leader in such a system is made aware of
new and useful knowledge, he can become an inside change agent or
catalyst.
*This term is used overlappingly to denote the combination of a
professional administrator who is also a leader actively producing in-
centives for change and not a typical administrator merely acting in a
maintenance capacity.
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More specifically in support of the importance of leaders in ed
ucation and society, Gregg (1969) makes the following point:
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Miles (1973) similarly concluded from reviewing Atwood, Watson,
Carlson, Griffiths, and Brickell (all of whom are included in his book)
that it is clear that educational administrators, as authority figures,
are crucial in introducing innovations, particularly those which involve
structural change. Thomas Woods (1971) adds to this point by assertina
that dynamic growing schools have far sighted, energetic principals who
provide the impetus for change. He cites the Task Force of the National
Council of the Teachers of English (1965) as additional proof. The Task
Force visited 190 new programs for the educationally disadvantaged, both
rural and urban, and in 116 districts and agencies in sixty-four cities
and tov/ns throughout the United States. One of their conclusions was that
without a strong, competent, cooperative principal, programs were doomed
from the start.
In the matter of selecting a leader for the purposes of change,
the literature aroears to largely correspond with Griffith on the issue
of internal vs. external leadership. Griffiths (1964:117) proposes that
leaders who initiate change internally differ from leaders of an external
origin. He feels that changes initiated by insiders tend to concern clar-
ification of rules whereas outsiders will tend to initiate new rules and
procedures
.
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One of the more problematic issues of leadership in educational
change is the confusion regarding their essential role in the change pro-
cess. The role of school administrators is debated in the literature.
Gallaher (1965:50-51) argues that although it is impossible for the ad-
ministrator to avoid issues of change, he cannot adequately serve as an
advocate of change. Horvat (1967:27) on the other hand feels that there
are two roles for the school administrator in causing change to occur:
(1 ) the active change agent role where the administrator attempts to be
an active leader in bringing about change; or (2) the passive change agent
role where he administers the school more or less as usual and does not
spend a great deal of time actually practicing change agentry. Horvat
(1967:28) concludes that passive change agentry is the role which most ad-
ministrators assume.
Looking at some of the factors which may be producing high admin-
istrative tension could help to illuminate the causes of passive change
agentry. Kahn and French (1971) concluded from their work on status and
conflict that supervisory responsibility emerges as a major organizational
determinant of role conflict. They go on to say that:
There is a systematic relationship also between rank and role conflict,
as there is between rank and tension. The often heard assertion that
the lowest levels of supervision are subjected to the greatest conflict
is not borne out by these data. Rather, there is a curvilinear rela-
tionship in which the maximum of conflict and conflict experience occurs
at what might be called the upper middle levels of management.
Within the educational sector, the upper middle levels of management would
include principals of schools and directors of many innovative programs.
In the area of innovations, role conflict becomes an even graver
problem. Kahn and French (1970), in studying this problem, conclude that
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roles which demand creative problem solving are associated with high
role conflict and with tension." The occupants of such roles appear to
become engaged in conflict primarily with older, and often more powerful,
individuals in the organization who want to maintain the status quo. Aug-
menting this conclusion with Levitt's (1963) study, the latter evidence
suggests that proponents of a particular innovation are not likely to
perceive fully the difficulties that stand in the way of successful inno-
vation. The combination of the two theories, if correct, provide the cir-
cumstances for inevitable conflict and crisis.
In the actual presence of a crisis, there are a variety of roles
in which a leader may participate in the school, e.g., as the leader of
the school, as a member of the school district organization, as a member
of a primary group, or as a member of a community. When demands are
placed upon a leader in more than one role, then serious problems arise.
This is the problem of role conflict in which Killian (1952) had produced
seminal research. In his work on community disasters, Killian found that
family roles were given priority. However, in extending Killian's work
on role conflict, White (1962) suggested from her study of community
crises that people whose jobs are highly structured, with a high degree
of routine and close relationships on the job, are more likely to find
the certainty they seek in playing their organizational roles than people
whose jobs allow them greater discretion or involve less informal rela-
tionships. Educational innovation is pursued most frequently in this
latter fashion where roles and duties are loosely defined. The develop-
ment of intensely close relationships do, however, occur which result in
high levels of loyalty despite the lack of structure.
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The dilemmas of educational leadership at the school level are
effectively summarized by Sarason (1971). The following statement was
made upon his study of the culture of schools as part of Yale's Psycho-
Educational Clinic which examined the role of the principal in educational
change.
First, as an initiator or impl ementer of change the principal is in
a crucial role. Second, neither by previous experience nor formal
training nor the processes of selection is the principal prepared for
the requirements of leadership and the inevitable conflicts and prob-
lems that beset a leader. Third, these background factors may not
only be inadequate as preparation, they may be antithetical to appro-
priate performance in the role. Fourth, with increasing frequency,
the principal is involved with a variety of special services that are
beyond his own areas of knowledge and expertise and, because they are
administratively not under his jurisdiction, complicate his problems
with leadership, responsibility and power. (Sarason, 1971:131)
Given the enormous difficulties and frequent failures awaiting
educational leaders in their quest for change, one wonders what they can
do to sustain their commitment to change. A clue to an answer to this
question may be provided in Zaleznik's (1967) study in leadership and
disappointment. In an extremely provocative article on executive leader-
ship, Zaleznik concluded that individuals who are leaders have devised
ways to manage their disappointments and this may in turn actually lead
to accelerated growth and perhaps truly outstanding performance. Zaleznik
feels that individuals who want power and responsibility or seek creative
expression are especially vulnerable to situations where reality does not
conform to desire. Rochlin (1965), in reviewing psychological studies of
creative people, including leaders, also determined that preoccupation
with success may be less important than the role of disappointment in the
evolution of a career. Zetzel (1965) similarly suggests from her studies
on depression that the key factor in mastering disappointment is the
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capacity to experience the emotions connected with the personal career
losses.
On an organizational dimension, leaders can exercise their role
in bringing about change in a variety of ways. Getzels (1973:23) delin-
eates three types of change in education: (1) enforced change--change
that would not occur without the pressures external to it; (2) expedient
change--a modification instituted to maintain the system rather than
change it on principle; (3) essential change—creative transformation
based on commitment and principle. This last form of change is one in
which leadership has the most vital role and it is within the situational
context of crisis and change that a very potent leader will attempt to
manage creative transformations.
During periods of crisis and stress, research has shown that the
leader does in fact play a decisive role (Edgerton, 1953; Sells, 1962;
and Torrance, 1958). They contribute to group performance by reducing
the level of anxiety and by preventing and alleviating stress-produced
maladjustment among their members. Finally, they also provide the main
thrust for extricating the organization from the stressful situation.
In research studies conducted during and since World War II by
Stouffer at al (1949) and Clark (1955), it has been shown that morale of
a group depends to a large extent on their relationship with the leader.
Brayfield and Crockett (1955) and Sells (1962) also substantiated these
findings in their studies.
One approach to the study of leadership under conditions of crisis
has been through the conceptual framework of a leader's style. The style
of leaders is the behavioral mode in which they approach their functions
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and duties. A number of organizational theorists (Blake and Mouton, 1961;
Blanchard and Hersey, 1972; and Fiedler, 1967) have examined leadership
style by determining the ratio in which administrators combine in their
behavior task and interpersonal relationship. This two-dimensional mode
of viewing leadership style has produced some interesting insights on
leadership in varying situations. For example, according to Fiedler (1967),
the task related behavior of a leader becomes especially important in times
of emergency. Torrance (1958), in a discussion of survival -training re-
search, concluded that the power exercised by leaders constituted one of
the most important forces in maintaining adjustment to the dangers. He
states that ". . . when this power was not exercised, panic, disorganiza-
tion, loss of life, and other unfavorable conditions ensued.
. . failure
on the part of the official leader to exercise power and organize things
results in dangerously long periods of shock or lack in overcompensation
and adaptation." Edgerton (1953) reported on personnel factors in polar
operations and emphasized the importance of effective leadership. He
states:
There is evidence in the literature on leadership in the Artie re-
gions that psychological adjustment in this region is not governed
by the severity of the cold itself, but relates to the success or
failure of leadership provided by officers in dispelling effects of
isolation which the cold produces. When there is good leadership at
a base, even very poor living conditions appear to have no serious
effect on the morale of the men.
Summarizing this point, Fiedler (1967) mentions that a number of
writers (Bass, 1960; Carp, 1961; Torrance, 1954; and Ziller, 1955) have
indicated that groups under stress should perform better under leaders
who structure the situation and who are task oriented. In Fiedler a
(1967) study of group creativity in Holland, it was discovered that
while
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relatively tension-free and relaxed group climate appeared to call for a
permissive, considerate leader, the more stressful heterogeneous groups,
or those under informal leadership structure, called for a task oriented
1 eader.
Fiedler's (1967:219) conclusions on studies of the effects of
stress on leader behavior and group performance are:
1. That low stress conditions tend to require relatively managing,
controlling leaders, while situations of moderate or interper-
sonal stress tend to require permissive, considerate leaders,
and that task oriented leaders perform better in highly stress-
ful conditions;
2. That leader intelligence correlates with group performance pri-
marily under low stress conditions or under conditions which are
free of anxiety for the leader, while group member intelligence
contributes to group performance under high-stress conditions and
those which are anxiety arousing for the leader;
3. Finally, that group performance does not appear to be strongly
affected by the range of stress present in the laboratory studies
which were discussed here.
Although leadership style allows for one useful device to inspect
the manner in which innovative administrators meet their challenges, an-
other useful perspective is that of leadership function under stress.
Hampton, Summer and Weber (1973) saw an administrator as having a variety
of roles. These include pet^onal absorption of stress, judicial/bureau-
cratic resolution, restructuring of the system to prevent conflict, use
of confrontation, introduction of transcendent objectives, shifting con-
flict to a higher level, and facilitating bargaining. In spite of these
leadership approaches to conflict, they conclude that there is a desper-
ate need for more effective conflict management because all of our mechan
isms face difficulty due to changing patterns of authority and respect,
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and emerging groups promoting change, and simply because of the larger
volume of conflicts that needs to be managed.
A significant contribution to the field of conflict management
has been made through a structural approach by Lawrence and Lorsch (1967).
Their research showed that "high-performing" organizations have several
structural features in common for managing conflicts. First, the high
performing organizations had a well
-developed structure for managing con-
flicts. Second, whether or not complex structure for conflict management
existed in the organization, each high performing organization had an ef-
fective managerial hierarchy that served to coordinate the organization.
Schmuck and Runkel (1972:146), from their work in providng or-
ganizational development training, feel that effective school districts
must have persons who are skillful in working with conflict. Derr (1971)
likewise found in his work that one large school district, which relied
on a highly differentiated hierarchy for managing conflicts, had ineffec-
tive coordination between subsystems. He further discovered that little
direct contact occurred between administrators to handle differences,
and that those in positions of authority were perceived as incompetent
to handle conflict by a large number of personnel. Derr surmised that
the district could certainly benefit from an internal cadre of organiza-
tional specialists who could help devise ways to manage conflicts.
Thus far, administrative leadership has been traced through its
role in attempting change especially as it often involves crises which
in turn frequently result in leadership creating its own role conflict.
Also, the analytical frames of style and structure have been briefly ex-
amined as they affect the management of change and crisis. From this
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survey, the complexity of problems challenging innovative administrators
looms unmistakably large and quanderous. In conclusion, it should be
noted that supportiveness, eagerness and innovative thinking, though
necessary and desirable qualities, are not sufficient in themselves to
Implement educational change. There are other administrative qualities-
a few of which have been examined-that are required but often neglected
in selecting leaders. Atwood (1973) studied small scale administrative
change and concluded that inter-institutional power-struggles are prob-
ably inevitable in the installation of any substantial innovation and
may become more important than the innovation as such, or what research
has said about its merits. Therefore, the administrators appear to re-
quire those essential skills of diagnosis, mediation, strategy formula-
tion, and crisis intervention in managing the politics of change since
these can be critical as to whether the innovation ultimately is adopted.
CHAPTER III
DESIGN OF THE STUDY
Procedures and Principles Used
There are four broad groupings of research proposals according
to Selltiz, jahoda, Deutsch, and Cook in Research Methods in Social
29Relations
. These groupings are:
1. To gain familiarity with a phenomenon or to achieve new in-
sights into it, often in order to formulate a more precise
research problem or to develop hypotheses;
2. To portray accurately the characteristics of a particular in-
dividual situation, or group (with or without specific hypoth-
eses about the nature of these characteristics);
3. To determine the frequency with which something occurs or with
which it is associated with something else (usually, but not
always, with a specific initial hypothesis);
4. To test a hypothesis of a causal relationship between variables.
Studies under the first purpose are usually called formulative
or exploratory studies because the emphasis is on discovery of ideas
and insights. The research design is flexible and encourages the con-
sideration of many different aspects of a phenomenon.
^Claire Selltiz et al . Research Methods in Social Relations .
New York: Holt, Rinehart and Winston, 1959, p. yO.
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Furthermore, studies under the first purpose are for fields of
social science where there has been little prior research. The aim,
then, is to explore the territory and to work towards some initial for-
mulations that can become specific hypotheses for further research. This
stage is a beginning phase of any serious continuous research into an un-
explored subject matter.
Accuracy is a major factor in studies having the second and third
purposes. Therefore, the design of such studies must maximize reliabil-
ity of data and they are referred to as descriptive studies. The fourth
type of study often involves experimentation. In studies testing causal
hypotheses, the opportunity to make inferences about causality are re-
quired.
The field of crisis management in education and, more particular-
ly, in educational change, has thus far been a field nearly desolate of
theoretical formulations. Crisis management is, in fact, generally a
domain that has almost no rigorous investigation except in the field of
political science— including international relations and industrial-labor
relations. Therefore, this study has been designed to be formulative in
purpose and manner in order to identify the salient features of the
crisis management terrain of alternative schools as they relate to the
director or administrative leader and to assess their effects on educa-
tional change.
Because this project is a formulative study, the major emphasis
is on discovering ideas, insights, and social technologies. Thus, the
research has been structured enough to effectively direct one towards
b4
practical outcomes and yet flexible enough to permit the consideration
of many different aspects.
The development of this study has been guided by selected prin-
ciples of formulative or exploratory study. The investigator approached
the task in a role of participant/observer rather than as a tester or re
searcher or evaluator. As Herbert Blumer who is a noted sociologist ad-
vises:
Exploration is by definition a flexible procedure in which the schol-
ar shifts from one to another lens of inquiry, adopts new points of
observation as his study progresses, moves in new directions previous-
ly unthought of, and changes his recognition of what are relevant data
as ne acquires more information and better understanding. In these
respects, exploratory study stands in contrast to the prescribed and
circumscribed procedure demanded by current scientific protocol. The
flexibility of exploratory procedure does not mean that there is no
direction to the inquiry; it means that the focus is orioinally broad
but becomes progressively sharpened as the inquiry proceeds. The pur-
pose of exploratory investigation is to move toward a closer under-
standing of how one's problem is to be posed, to learn what are the
appropriate data, to develop ideas of what are significant lines of
relation, and to evolve one's conceptual tool in the light of what
one is learning about. 30
Another principle adhered to in this study is that of "inspection"
as explicated by Herbert Blumer. In studying the properties of crisis
management as they relate to alternative school administrators, the ef-
fort has been to avoid any s,.igle predefining analytical element of crisis
management through an artificial means. As an example, intelligence is
often defined completely in terms of the intelligence quotient rather
than on its own terms within a particular situation.
30
Herbert Blumer.' Symbolic Interaction!* sm .
New Jersey: Prentice-Hall, Inc., 1969, p. 40.
Englewood Cliffs,
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Blumer s principle of inspection requires an examination of
the empirical content of whatever analytical elements are used for the
purposes of analyzing crisis management. By analytical elements he re-
fers to "whatever general or categorical items are employed as the key
items in the analysis such as integration, social mobility, assimila-
tion, charismatic leadership, bureaucratic relations,
. .
. So for
the purposes of this study, the key facets of crisis management have been
checked empirically with the directors themselves and through a process
of collaboration with this participant/observer propositions and concep-
tual models will be formulated.
Procedural ly, the principle of inspection requires examining
the key analytical elements by approaching it in a variety of ways,
viewing it from different angles, and asking many different questions
of it. Crisis management concepts or the analytical elements that re-
sult from the collection of data and images will be proposed so that
they can be scrutinized in successive studies through a multiplicity
of ways including sociological, psychological, management, and systems
theory analytical frames.
An important methodo 1 ogical principle of formulative study comes
from viewing human interaction as a process by which people, as they
encounter each other in different situations, indicate various actions
toward one another and interpret the indications made by others. This
is the methodological position of a sociological approach identified by
Herbert Blumer as "symbolic interactionism. " The aim of this principle
^
Ibid
.
,
pp. 43-44.
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is to identify the meaning of an individual's life world and to analyze
the meanings as they interact with people and situations. According to
Herbert B1 urner:
Anyone who observes social interactions with open eyes should readily
recognize that human participants, both individually and collective-ly, meet each other's actions in diverse and varying forms. Some-times they cooperate, sometimes they conflict with each other, some-times they engage in a free play of expressive behavior toward one
another. To see all human interaction (and accordingly all human
society) as organized in the form of some special type of interac-
tion does violence to the variety of forms that one can see if he
wants to look. 32
Symbolic interactionism tries to account for the activity of a
group or organization through an explanation in the way its members de-
fine, interpret, and meet the situations. Crisis as a situation must be
studied according to this principle by deriving the meaning of the crisis
as interpreted by its members rather than by artificially imposing in ad-
vance a more generalized framework upon it. Essentially, the crisis man-
agement study will try to establish some of the prominent meanings behind
the crises and describe the structural features as a result of understand-
ing the meanings.
As this formulative study progresses, it is intended to aim toward
the discipline of what Robert Chin refers to as Type B knowledge: "Type
B is basic knowledge focused towards understanding how change occurs, es-
pecially looking at changes, their correlates and their consequences."
In his essay on "Changing Change: Innovating A Discipline,"
Robert Chin distinguishes Type A knowledge from Type B and Type C. If
32
Ibid.
,
p. 54.
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Type A knowledge focuses on intervention. Type B knowledge focuses on
understanding how change occurs, especially in a development sense and
Type C knowledge focuses on how the parts of system fit, a structural
view.
^
This formulative study of crisis management as applied by direc-
tors of alternative schools will attempt to identify dynamics of change
and conceptions of crises based on empirical studies, and ethical con-
siderations. Although the focus of the effort is in describing the na-
ture of crisis and organizational change, the intention of the study will
be to provide a foundation for the building of Type A knowledge.
In its final form, this present effort will have formulated some
basic concepts and propositions on the management-analysis of crises by
administrators of alternative schools. The emphasis in this design, then,
is toward building knowledge that will advance the understanding and tech-
nology of social change practices among innovative educational organiza-
tions during periods of crises.
Sources of Data
The sources of data for this dissertation have been obtained:
(1) from urban and middle urban regions; (2) nationally, but with a bias
toward the following regions: Los Angeles, San Francisco, Seattle,
Minneapolis, Boston, and Mew York; (3) from all forms of alternative
33Robert Chin and Loren Downey. "Changinq Change: Innovating
A Discipline," in Handbook of Research on Teaching , edited by Robert
Travers, 1973.
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schools; (4) by concentrating data collection from the East Coast; and
(5) from mostly directors of alternative schools.
Much of the general information on alternative schools is from
a survey conducted on approximately 560 schools and programs of which
there were 360 responses. More in-depth information came from inter-
views with directors of: Cambridge Pilot School, Cinnaminson Alternative
School, Harlem Prep, CITY; two training workshops with about sixty di-
rectors; intervention-training with Odyssey, Kilimanjara, Franklin Al-
ternative School, College Prep; and intensive observation, intervention-
training with Pasadena Alternative School.
Item two in the Appendix lists brief descriptions of the schools
from which the major amount of data was drawn.
Compilation and analysis of the information collected on alterna-
tive schools were accomplished by grouping the information into four cat-
egories: interrelationship aspect, sociotechnical systems aspect, devel-
opmental aspect and director's role, protocols, and strategies. Each of
these categories relate to a major unit and theme of this paper.
Dominant typical crises that currently challenge alternative
schools have been examined through those four categorical filters to
illuminate answers to the following questions. In the area of subsystem
relationship to system, what are the dominant reasons for crises? Or in
the area of the internal system, do crises prevent or enhance the crea-
tion of new levels of normalcy around significant issues? And finally,
what consequences do the crises have on alternative schools? Answers to
these and other such questions will suggest a beginning point for formu-
lating plans to improve current practices.
Methods of Gathering Data
The method of gathering data has been multi-fold: written ques-
tionnaire, interview, observation, and training intervention. Each meth-
od provides an additional view of the subject of crisis management in al-
ternative schools which when combined provides a closer approximation of
the alternative school reality than reliance on any single method. Addi-
tionally, the method has aimed to capture the subject in a continuum of
forms as it exists conceptually, strategically, and operationally.
Due to the time press placed upon the task of completing a na-
tional survey, unfortunately the questions were not developed to provide
reliable and truly conclusive responses. For example, although the sur-
vey had numerous components, they were not carefully synchronized to al-
low for any substantial comparative analysis to be made. Indeed, the
methodology of this study has been equally limited by its own lack of
synchronization. Despite these limitations, though, the multiform meth-
odology used in this study has provided insightful data for the purposes
of a "formulative study."
Description of ’':ta Gathering Instruments
The instruments used in this study involved a questionnaire and
interview formats. These are included in the Appendix section of this
dissertation under Items 3, 4 and 5.
Item 3 is the "Survey Questionnaire" designed and conducted by
the National Alternative Schools Program. The format is multiple choice,
short answer having three types of questions: (1) circle the appropriate
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answers; (2) specify the appropriate answers; and (3) mark the appropri-
ate cells in the grid with a check. This questionnaire involved eighty-
six questions from which the responses were compiled through the use of
a computer.
Item 4 are the "Interview Formats": "Director Interview" and
"Directors' Interview Outline." The "Director Interview" was a compo-
nent of NASP's national survey of public alternative schools. It in-
volved a series of twenty-six questions aimed at gaining a director's
point of view regarding some of the issues of alternative schooling.
The interview was administered to two hundred alternative schools around
the nation. For the purpose of this study, only question number 4 was
used: "Has the major purpose or the existence of the school ever been
in danger? Why? What happened?" The "Director's Interview Outline"
was designed and conducted by this writer. Its aims were to gather some
general characterizing information on directors and to examine issues of
leadership such as personal role, perception of the school, perception of
school crises, protocols of crisis management, and ideology. The format
was devised in chronological order: pre-directorship data, current data,
and future projected data.
Item 5 is the "NASP Questionnaire on Directors." This question-
naire was designed by the investigator to obtain the perceptions of the
NASP staff on the directors of alternative schools. There are included
two types of questions: multiple choice and short answers. The overall
format was devised so that analyses could be made through: (1) size of
the city or town; (2) regions of the country; (3) stages of development;
(4) administrative experience; and (5) age of the director; etc.
CHAPTER IV
DATA ORGANIZED BY ANALYTICAL TOOLS
FOR EXAMINING CRISES
In this chapter, data are organized by analytical tools for ex-
amining alternative school crises. There are two distinct types of an-
alytical tools included. First are systems models of the alternative
school
-regular school interrelationship structure. These models are de-
signed to provide a structural map of the significant social and techni-
cal interrelationships within that social system and the manner in which
it functions. This approach is essentially a static conceptual scheme
which captures a social system at one given time period. Secondly, an
epigenetic model of alternative schools is offered. This model attempts
to understand alternative schools through their stages of development
over some time period. As each analytic approach is described and data
analysis is offered, "propositions" that suggest tentative and prelimin-
ary conclusions will be presented. Once again, these propositions are
for the purposes of sharpeninq the findings and stimulating more specific
and concentrated research as well as providing alternative school prac-
titioners with some clearer directions for dealing with a terrain that
has been essentially vague and confusing.
System's Models of the
Alternative School Structure
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Description of Systems Theory
When an alternative school is in the midst of a crisis, an impor-
tant problem for its members becomes that of analyzing the crisis correct
ly. Under conditions of stress, there is a tendency for most people to
become more narrow and subjective in their perspective and judgement.
This seems to be, in part, a necessary reaction to information overload-
one of the definitional characteristics of crisis—but by so doing there
also occurs a greater possibility for error. Therefore, a crisis is one
of those complex instances in which solutions are extremely "counter-in-
tuitive
,
i .e.
, solutions to problems will emerge more from a rational
process than an intuitive process.
In order to enhance the rational process of examining and under-
standing alternative schools in crisis, a "systems perspective" is quite
useful. This approach attempts to give a clearer picture of the entire
organization by abstracting all the significant elements that interact.
With such a picture, one can then identify the interrelated consequences
of a crisis to the network of relationships involved and anticipate the
ramifications of any given strategy.
Schemas that are based on a systems perspective involve much
more than simply the interrelatedness of some elements. Systems, be
they physical, biological or social, are derived from a set of assump-
tions that have been combined to form a framework for science called
"general systems theory. Kenneth Boulding describes it as "a level
^The name and many of the ideas are to be credited to L. Von
Bertalanffly. L. Von Bertalanffly , "General Syst.ms Theory: A New
Approach to Unity of Science," Human Biology , Volume 23, (December,
1951), pp. 303-361.
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of theoretical model
-building which lies somewhere between the highly
generalized constructions of pure mathematics and the specific theories
of the specialized disciplines." 35 He means by this statement that math-
ematics attempts to abstract relationships between units into a coherent
system which does not have any necessary connection with reality. On
the other extreme, disciplines have developed theories which are derived
from their own particular empirical world. More recently, through gen-
eral systems theory, there is in development a body of systematic theor-
etical constructs that will be transdiscipl inary in nature and could be
used to describe in a common form the various di mensions of the empirical
world.
In this paper, selected aspects of general systems theory will be
used as it intersects with organizational theory. Organizational theory
relies quite heavily on systems theory but its formulations tend to be
much more specific. It is, however, interdisciplinary in nature, its
development having resulted from the growth of management, economics,
sociology, psychology, engineering, physiology, and cybernetics.
Before looking at the system models that are included in this
section, a brief description of the principles of general systems theory
seems to be appropriate. To begin with, the concept of boundary is es-
sential to a description of a system because when reference is made to a
system such as an alternative school, the boundary delineates that which
is internal to the school and that which is external. Litterer defines
^Kenneth E. Boulding. Bevond Economics . Ann Arbor, Michigan:
The University of Michigan Press, 1970, p. 83.
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boundaries as "the places where systems deliver output to the environment
and where they take from the environment whatever throughout is trans-
formed." Although this is a useful functional definition of boundary,
it also involves other considerations such as "association" and "identity".
Often the boundary set by an organizational system defines a group's asso-
ciation or relationship behavior. Based on the investigator's observations,
progressively-oriented alternative schools, for example, do not encourage
their members to associate with conservative members of the regular school
system. Thus, the boundary line which influences the members' relation-
ships with each other and the external world becomes also a matter of or-
ganizational identity.
One way of making this concept more concrete is suggested by Chin:
It is helpful to visualize a system by drawing a large circle. We
place elements, parts, variables, inside the circle as the components,
and draw lines among the components. The lines may be thought of as
rubber bands or springs, which stretch or contract as the forces in-
crease or decrease. Outside the circle is the environment, where we
place all other factors which impinge upon the system. 37
The lines that Chin describes within this visualization are the relation-
ships that exist between the groups or members of a system. Conceiving
these as rubber bands or springs adds the dynamic of tension and elasti-
city to this model so that if one were to change the placement of one
36
Joseph A. Litterer. The Analysis of Organizations . New York:
John Wiley and Sons, Inc., 1973, p. 28.
37 Robert Chin. "The Utility of Systems Models and Developmental
Models for Practitioners," in The Planning of Change , edited by Warren
Bennis, Kenneth Benne, and Robert Chin. New York: Holt, Rinehart and
Winston, Inc., 1969, p. 300.
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component of the system, invariably the entire system would be affected
The diagram in Figure 1 illustrates this concept.
FIGURE 1
Systems Model
ENVIRONMENT
Returning to Litterer's definition of boundary, there is an input-
transformation-output process implied that is also illustrated in Figure 1.
This is another characteristic of an organizational system. The system
inputs items that it needs in order to fulfill its purpose and then trans-
forms these items in a way that is suitable for output. A school inputs
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new students, teachers, ideas, and materials which are organized into
a learning environment from which outputs are generated.
When the inputs enter the boundary of a system, they are combined
in order to produce a desired transformation. The organized groups with-
in and without a system are known as subsystem parts, and these subsys-
tems relate in various changing ways that either assist or impede the
transformation process. When there are changes in the relationships,
tension develops within the system and when it is of sufficient propor-
tion between two or more units of a system, then conflict is the conse-
quence. If the conflict increases so that one or more of the parties
feels that the situation is "intolerable" or there is "information over-
load" or the conflict "threatens to greatly transform the relationship
between the parties," then it has become a "crisis".
The dynamics of tension, especially as it begins to escalate,
provide drama to heighten the system's life and also cues about the value
structure of the system for its members. By observing the tension dynam-
ics of a system. Chin indicates an important diagnostic procedure: "The
identification of and analysis of how tensions operate in a system are
by all odds the major utility of systems analysis for practitioners of
change.
A fairly simple but important concept to systems theory is that
of "equilibrium". The solar system in movement is an example of a sys-
tem in equilibrium. Each part has found itself in delicate balance with
one another, thus, each part is influencing the other and being influenced
38
Ibid.
,
p. 301
.
77
so that there occurs a dependable pattern to their movements. In social
systems, equilibria are temporary and there are often multiple equilibria
points. An alternative school that has discovered how to exist compat-
ibly with the regular system is viewed as having found an equilibrium
point.
i 39Thermostat is a more sophisticated case of equilibrium theory.
It involves the addition of some control mechanism to maintain a deter-
mined equilibrium level. Boulding suggests that it differs from the sim-
ple stable equilibrium system.
. .
. . . mainly in the fact that the transmission and interpretation of
information is an essential part of the system. As a result of this
the equilibrium position is not merely determined by the equations
of the systems, but the system will move to the maintenance of any
given equilibrium, within limits. 40
Since environmental changes are frequent and they often critically affect
social systems, a well functioning thermostat device is necessary if the
organization aims to survive over any substantial period of time. "Feed-
back" data or data that has been outputed from the system and is fed back
to affect succeeding outputs assists the thermostat device in making ap-
propriate and timely adjustments.
Another dimension or systems theory is that of "open systems."
An open system interacts with its environment; that is, there is an ex-
change of input and output across its boundaries. All living forms are
open systems according to this description. One of the characteristics
39
Boulding, op. cit ., p. 90.
40
Ibid.
,
pp. 90-91.
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of an open system is that of "self-maintenance." In living systems, the
property of self-maintenance as it inputs and outputs energy to sustain
itself is of dominant importance.
At the level of complexity of a social system, Boulding asserts
that symbolic image is an essential concept which is manifested through
one's "role". He defines "role" as. . . "that part of the person which
is concerned with the organization or situation in question, and it is
tempting to define social organizations, or almost any social system, as
a set of roles tied together with channels of communication."*^
General systems theory provides additional theories on the nature
and development of organizations. Some of these will be briefly explored
in the following pages. One note of caution, however, before continuing.
Although the general level of knowledge of systems seems vast and impres-
sive at times, its applicability in helping people to understand and con-
trol complicated systems is still in need of considerable development.
While static systems such as in geography, chemistry, geology, etc. can
be described fairly well, the ability to describe complex dynamic systems
is still relatively primitive. Nevertheless, the development and use of
systems theory is a necessary and important step towards a more sophisti-
cated understanding of organizations. It provides a conceptual map based
upon a language understood by those in different disciplines which can be
tested and improved to fit an organization's empirical reality. Theor-
ists and practitioners can then use these models in formulating strate-
gies to help them predict the possible consequences of their actions and
plans.
41
Ibid.
,
p. 93.
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Alternative Sc hool as a Sociotechnical System
In the systems scheme. Figure 1, alternative schools were viewed
through a hypothetical
-typical model which illustrated the school's in-
terrelationship system and input-output system. This scheme is useful
in understanding the school's equilibrium pattern and its basic transfor-
mation pattern. There is another more detailed way, however, to view al-
ternative schools through systems theory. It is by combining the social
and technical aspects of systems, an approach which has come to be known
as sociotechnical systems.
Litterer ( 1973:23-37) presents a sociotechnical systems model in
his book The Analysis of Organizations
. According to him, "Organizations
. . . are social institutions involving a set of people who have a partic-
ular way of relating to each other as they perform their activities.
The manner in which this is performed involves a series of organizational
functions to provide input to the system, to assure effective internal
transformation, and to provide output to the environment.
The organizational functions that are involved in performing the
input-transformation-output flow fall into three major categories and two
subscategories in Litterer' s model. There is a "maintenance system" to
insure the satisfaction of those who control the environment; an "insti-
tutional system" which involves maintaining the organizational internal
state so that it is sufficiently congruent to society's expectations to
be acceptable; and an "emergent system" which is the set of behaviors
controlled by elements that have arisen or developed in a group of people
42
Litterer, op. cit ., p. 353.
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as a consequence of living in an organization. The maintenance system
has two subfunctions:
-search subsystem" which consists of searching
the environment for resources needed; and "reward subsystem" which en-
tails distribution of rewards that produce satisfaction. 43
Since it appears that Litterer's model was conceived with busi-
ness organizations more in mind, it has been modified somewhat to be
more in accord with educational organizations. The reward subsystem
function in the modified model has been enlarged to the "regulatory sub-
system" function which involves the organization's effort to obtain de-
sired behavior from its members. Regulatory activities include not only
rewards but feedback, decision-making, rules, and adaptation methods.
This model was applied to the concerns of alternative school di-
rectors during an "Alternative Schools Clinic on Perspectives and Proce-
dures for Crisis Management." (See Item 6 in Appendix for a copy of the
report.) During the first evening of the Clinic, the major concerns of
the participants were elicited. This was accomplished by dividing the
members into three clinic groups in which each group had two facilitators
to assist the discussion and to take notes. The task was approached
through informal brainstorming. The contents of the exercise are listed
under Table 4, "Sociotechnical Systems Perspective of the Concerns of
Alternative School Directors." In Table 4, the concerns have been ar-
ranged as they appear to correspond to the model's definitions.
Proposition One : The two main concerns in rank order of alterna-
tive school directors are: the nature of the relationship between
43
Ibid
.
,
pp. 30-34.
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alternative school and the regular school system; and the creation of
internal organizational satisfaction.
Table 4 illustrates that the responses of twenty-seven alterna-
tive school directors fall quantitatively into the following order: In-
stitutional System—eighteen; Maintenance System—seventeen; Search Sub-
system-seven; Regulatory Subsystem-six; and Emergent System-six; total-
ing fifty-four responses. From the number of responses, two areas seem
to obtrude as having the most concerns: Institutional System and Mainten-
ance System. It is interesting to note that the Emergent System function
had the lowest responses. This system is sometimes referred to as the
"informal organization" and it is usually a significant aspect of organ-
izational life because the continuously emerging activities, interactions,
and sentiments combine to produce the collective behavior of the organi-
zation and thus its well being. Perhaps the low concern score can be ex-
plained by realizing that the responses of directors are essentially be-
ing reviewed and that this pattern of concern may indicate an approxima-
tion of the administrative viewpoint in alternative schools which appears
to respond to external pressure through an interest in internal controls.
It should be interesting to obtain responses to the same question from
the other members of the schools to see whether there is a difference.
One would suspect that the Emergent System area would score much higher
as a concern to non-administrative members of a school because their day-
to-day life deeply involves the quality of those interpersonal dynamics.
In contrast to the data obtained from the twenty-seven directors
of alternative schools attending the Clinic, Table 5, "Reasons for the
Purpose or Existence of the School having teen Endangered" lists the
82
TABLE 4
Sociotechnical Systems Perspective
of the Concerns of Alternative School Directors
Following are major concerns expressed by alternative school di-
rectors and classified according to the various subsystems of the alter-
native school:
I. Institutional System
A. Definition: That part of the school consisting of activities
which are performed to deal with the issues of the alternative
school's relationship to the regular school system, the state,
the neighborhood or community colleges, etc. This part of the
school must keep the internal state sufficiently congruent
with outside people's expectations so as to be acceptable to
them.
B. Concerns about the External Environment re Institutional
System:
1. The alternative school making a dent in education.
2. The role of the change agent as a pioneer to the regular
school system.
3. The change effects of alternative schools upon more dis-
tant schools.
4. The lack of commitment by the system to alternative
schools as reflected by financial support, attendance
regulations, staff certification rules.
5. The alternative school (individualization) as a threat
to others.
6. The alternative school's successes as a threat to other
school people.
7. The lack of alternative school credibility thereby lead-
ing to vulnerability.
8. The alternative school as a pressure valve for release
of those elements that threaten the smooth operation
of the regular school system.
9. How to achieve Board commitment.
10. The idea of students talking to the system.
11. The idea of teachers participating in committees within
the regular school.
12. The involvement of ether authority points.
13. The local teachers' union.
14. The disparity between paper credentials and effective-
ness with kids.
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15.
16.
17.
18.
Arriving at a definition of "alternative school."
The issue of the alternative school as separate or as
a part of the regular school.
The liability of the alternative school due to the stu-
dents activities outside the school building.
Being used by NASP—that possibility.
II. Maintenance System
A. Definition: That part of the school consisting of activities
that are performed in order to insure satisfaction for all of
the members of the
.
school (e.g., maintaining morale of staff
and students, helping staff to develop curriculum skills, etc.)
B. Concerns about Internal Environment re Maintenance System:
1. The development of processes, techniques, and tools that
can be used by the leader in an alternative school.
(Total
--four responses)
2. Dealing with hidden agendas.
3. Protecting and enhancing the survival of different cul-
tures in a predominantly white culture.
4. The need for intensive counseling for students.
5. The paradoxical concern of teachers for more structure
while fighting structure.
6. More information on what is working in alternative educa-
tion. (Total --four responses)
7. More theory.
8. An understanding of the goals and of the process of mea-
suring success or failure in the achievement of them.
(Total --two responses)
9. More opportunities for directors to deal with their feel-
ings in times of crises.
10.
Opportunities for directors to share personal and organi-
zational expectations.
Ill . Search System
A. Definition: That part of the school consisting of activities
that are performed to search the environment for resources
for the teachers, students, and administrators who have the
skills, talents, or orientation to make the school succeed.
B. Concerns about External Environment re Search Subsystem:
1. The setting up or joining of networks for news about
and resources for alternative schools.
2. The development of lists for sharing information on ac-
quiring interns and teachers, developing in-service
programs, effectively involving parents, and procuring
outside consultants.
3. The question of why teachers seek alternative schools.
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4 . The question of characteristics of clients of alterna-tive schools.
5. The question of limiting the number of students.
. The question of how great a student diversity is desir-
able.
7. The question of size:
a. When to start another school.
b. Training people to start another school.
IV. Regulatory System
A. Definition: That part of the school consisting of activities
that are performed in order to regulate the daily life of the
school (e.g., rule making activities).
B. Concerns about the Internal Environment re Regulatory Sub-
system:
1. Decision-making processes.
2. Structure and changeability.
3. The issue of accountability.
4. The issue of authority.
5. The relief of the Director from burdensome responsibil-
ities.
6. How to get rid of staff.
V. Emergent System
A. Definition: That part of the school consisting of activities
that are performed to deal with issues that have arisen with-
in the school as a consequence of students, teachers, and di-
rectors interacting with each other.
B. Concerns about the Internal Environment re Emergent System:
1. Race relations among students.
2. Interpersonal relations among all of the members of the
school ; trust.
3. Student relations issues:
a. Communication with each other.
b. Isolation of some students.
4. Inter-staff relations.
5. The presence and influence of cliques conflicting with
the desire for participative democracy in decision-
making.
6. The conflicts between leaders and team members.
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responses of 117 alternative school directors who were interviewed by
NASP (see Item 4 in Appendix). This list is organized by the apparent
sources of the danger. Each reason is coded by Literer’s sociotechnical
systems categories and includes a notation if there was more than one
response. From these 117 interviews there were sixty-six total responses
to the second part of the question: "Has the major purpose or the exis-
tence of the school ever been in danger? Why?" The distribution of re-
sponses fell into the following sociotechnical systems categories: In-
stitutional System--thirty-three; Maintenance System—five; Search Sub-
system-four; and Emergent System—one; totaling sixty-six responses.
The most noticeable difference between the frequency of responses in
Tables 4 and 5 is the inversion of importance that Search Subsystem has
assumed over Maintenance System in Table 5. There are several possible
explanations for this alteration. The data from Table 4 was collected
during the NASP-sponsored Clinic which was aimed mainly at dealing with
internal organizational problems. The directors that attended the Clinic,
therefore, were a self-selected group interested and concerned about in-
ternal crisis management. On the other hand, the interview data in Table
5 was acquired at each site without any such major predetermining selec-
tion process. Yet, at the same time, NASP is regarded as an external
federal -university agency and the directors may have been, either con-
sciously or unconsciously, trying to influence the final results of the
survey to gain increased external support. In either case, though, both
sets of data support proposition one:
The two main concerns in rank order of alternative school direc-
tors are: the nature of the relationship between alternative
school and the regular school system; and the creation of inter-
nal organizational satisfaction.
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Proposition Two : The continuance of financial support from the
school district and/or federal agencies is a critical issue for alter-
native schools.
Reviewing once again the data from Table 5, the gain in impor-
tance of Search Subsystem serves to indicate that the reduction or po-
tential reduction of financial support by school district and/or federal
agencies was the second major reason for the purpose or the existence of
the school to have been endangered. From a total of sixty-six responses,
there were six responses indicating that lack of federal agency funding
was an endangering problem and fourteen responses indicating that lack
of local school district financing was an endangering problem.
Proposition Three : A dominant dilemma for alternative school
directors is whether to have the school assume a safe or daring organi-
zational position in relationship to the regular school system.
In examining the listings of Table 4 and Table 5 under Institu-
tional System, several thematic concerns are found expressed. First,
how is it possible to gain credibility and also reduce the innovative
threat of that credibility to others, thereby insuring greater commit-
ment by the regular system? (Table 4 Concerns--items: 1, 4, 5, 6, 9,
and 13; and Table 5 Reasons--items: IJ.C. 3, 4 and 5; III.C. 1.) Second,
how does one cope with the feeling of fear and danger that envelop al-
ternative schools because of their sense of vulnerability? (Table 4
Concerns— items: 4, 7, 14, and 16; and Table 5 Reasons--items : II. A.
1, 2; C. 1, 2, 3; D. 1, 2; E. 1; III. A. 1; B. 1, 2; C. 2; and E. 1.)
Third, what impact will the alternative school have on regular schools?
(Table 4 Concerns--items: 2, 3 and 8.)
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TABLE 5
Reasons for the Purpose or Existence
of the School Having Been Endangered
I. Federal Agencies
A. Funding:
1 .
2 .
3.
4.
government support ran out--three responses fssl
federal funds delayed (ss)
reduction of federal funds (ss)
dependency on federal funds (ss)
B. Integration:
1.
H.E.W. required integration (ss)
II. School District
A. Size:
1. difficulty with district over expansion (is)
2. school considered too small — two responses (is)
B. Finance:
1. tenuous financial support from school district--two
responses (ss)
2. lack of funds or budget cuts—eleven responses (ss)
3. school cost more (ss)
4. fuel crisis—administration wanted to combine programs (ss)
C. Philosophic or V lue Differences:
1. disagreement over teaching philosophy: disciplined ap-
roach vs. liberal approach-two responses (is)
2. method and process constantly in danger from administra-
tors who would like more control (is)
3. lack of support from school districts--four responses (is)
4. seen as counter culture school by district and administra-
tion-three responses (is)
5. seen as experimental --eight responses (is)
D. Academic:
1. tested norms fell to average in high percentile school (is)
2. academic improvement needed (is)
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E. Leadership:
1. considered transferring director (is)
III. Community Politics
A. Teachers Union:
1. union/school conflict over personnel selection (is)
B. Parents:
1. radical philosophic differences between two groups of
parents (is)
2. parent groups wanted students back in regular schools (is)
C. Students:
1. recruiting students a problem—enough to almost close the
school (ss)
D. Integration:
1. integration/desegregation--four responses (is)
E. General Community:
1. public does not understand the school (is)
IV. Alternative School
A. Organization:
1. school was organized poorly (ms)
2. student disciplinary problems--four responses (rs)
B. Personnel:
1. selection of new staff members by school (es)
2. staff burnout and turnover (ms)
C. Image:
1. school was at first pretentious about its impact (ms)
V. Director
A. Inner Personal/Professional Conflict:
1. director burned out (ms)
2. director committed suicide (ms)
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Code: (is)
(ms)
(ss)
(rs)
(es)
Institutional System
Maintenance System
Search Subsystem
Regulatory System
Emergent System
These concerns raise a central dilemma about the institutional
system relationship: How does an alternative school, whose aim is to
effect a change in the school district, become efficient as an agent of
change, avoid being perceived as a threat, and still have its own safety
guaranteed? Perhaps this dilemma can best be seen as a trade-off between
taking a safe posture and being guaranteed institutional commitment, or
taking more adventurous risks and hazarding the loss of that guarantee.
The directors seemed, from the discussions in the Clinic, to lean more
to the side of safety. This, of course, could be due to a number of
reasons such as concern over career advancement, personality type, high-
ly unsupportive districts, stage of development, staff and student char-
acteristics, etc. These are all variables that may effect the director's
strategy.
If one looks at thi r same issue from another perspective, that
of the urban-inner city alternative school, the dilemma may appear tc be
a luxury of sorts. One individual felt that "the essential duty of keep-
ing the urban school alive did not afford one the luxury of considering
.
the issue of how the school can make an impact on the school district."
Proposition Four : For alternative school directors, creating
organizational normalcy so that the members are operating in ways that
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help the school achieve its organizational goal as well as the goals of
its individual members is the main internal concern.
Maintenance is the category with second highest response in Table
4. The principle concern here seems to be a desire for more information
on "what's working in alternative schools." Also, there is a desire for
improving leadership skills, especially in dealing with hidden agendas,
goal setting, and the issues of pluralism, achievement and evaluation.
The evidence within the maintenance area, then, expresses an in-
terest in making the school operation more effective and normal so that
better and less erratic learning, working, and community building can
take place. It appears that many of these directors have had limited
administrative experience prior to their directorship appointment. Their
circumstances are made even more difficult if they also have had limited
entrepreneurial experience, and this seems to be true as well. Even if
they had had such backgrounds, however, the effort needed for innovation,
entrepreneurship, and educational change in the public sector is contin-
ually met by difficulties and dangers; witness the countless list of in-
novation failures in both education and business.
Under Search Subsystem in Tables 4 and 5, the main concern fo-
cused on the matter of financial support. The other concerns center
around networking for information and resource sharing, and questions
about characteristics of schools (e.g., size, types of students, types
of staff, limits) that will help the school in its definitional process
so that it can be more effective. The focus here is on the search be-
yond one's own school for resources that will optimize the functioning
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of the alternative school. It suggests a desire for collaboration with
other alternative schools on both a regional and national basis.
In the Regulatory Subsystem, Table 4, the main interests are
with authority-accountability and structure-changeability. The issues
are: How much authority should the director have? How should it be ex-
ercised? What responsibility do the members of the school have to the
directives? And how can greater responsibility be developed? A corre-
lary issue is that involving structure and change. Structure—which in-
cludes rules, regulations, authority, and decisions, as well as a myriad
of ether factors that provide a framework for behavior--is often feared
as an obstacle to the process of change. The directors seem to realize
a need for more structure or perhaps a better structure, but they have
apparently experienced considerable resistence against structure.
Finally in the area of Emergent System, Table 4, the two main
themes seem to be race relations and interpersonal relations especially
as they concern the difficulties of developing trust and improving the
school for isolated individuals and groups. Apparently race relations
was the dominant concern of urban alternative schools in contrast with
the concern of interpersonal relations in the suburban schoois. In
either case, many of the same human relation skills such as communication
intergroup confrontation, coping with stereotyping, problem-solving, etc.
are required.
In conclusion, the two predominate areas of concern are Institu-
tional System and Maintenance System. Within these areas, the central
themes are: (1) how to engage in a major change effort without jeopard-
izing the schools, (2) how to obtain continuous financial support, and
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(3) how to improve the director's personal leadership skills in order
to help the school operate more effectively and normally. Other lesser
concerns are included in the function of Emergent System. The need that
emerges here is that of human relations skills and approaches.
One aspect of a crisis management approach concerns the reali-
zation that crises are inevitable and that it is better to anticipate
potential problems and to prepare for that possibility. In this section,
two problem areas have been identified. A director interested in using
a crisis management approach will investigate these problems further in
their own schools and, confirmed, it is suggested that they initiate a
problem-solving plan. The consequence of not doing this will leave the
school organizationally unprepared for crises in these two significant
areas.
One approach that proactive directors might take is to survey
their own schools and use this sociotechnical systems model to help them
analyze and identify the most pressing problems. On a larger scale, if
a school decided that it wishes to deal with the institutional systems
problem, for instance, it can begin by engaging in a common problem-
solving venture with other schools facing similar problems. Strategies
and solutions can be shared, and moral if not political support can be
gained.
This analytical perspective and the themes that have been derived
from it have delineated the content focus of action for a short-term
program of crisis management training. Through this method of diagnos-
tic data collection, it was possible to arrange a social -work contract
with the participants of the "Alternatives Schools Clinic. . that
addressed their concerns through a systematic framev;ork.
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Alternative Schools as a Subsystem
Paralleling the Regular School System
The scheme that follows in Figure 2 depicts the alternative
school and the regular school as systems which are separate and parallel
yet interconnected. They are separate because they have different aims,
procedures, and constituencies, and particularly because they seem them-
selves as separate from one another. On the other hand, they are inter-
connected because as units of the larger system, they tend to influence
one another either directly or indirectly through the community or an
outside agency.
The term system has been deliberately employed in describing
this scheme because it is the aim of this study to emphasize some of
the features of a system when viewing alternative schools. The scheme,
then, is an attempt to outline a hypothetical social system of an alter-
native school, and by so doing, to provide a map that can be used for
analysis and planning. The scheme used here depicts a very simple and
static view of a school's social system. Nevertheless, it does identify
the main groups in the system which affect the alternative school, and
it also conveys the sense Oi a key principle in systems theory—that of
"interrelatedness". When one part of a social system makes vast changes,
it will influence the other members of the system. Indeed, mounting ten-
sion will very probably develop until a new equilibrium is attained.
For alternative schools, it could be very helpful to examine
their particular social system for the purposes of crisis management.
They might informally draw their school setting in a manner similar to
the following scheme. Then, by using it as a map once a given con >1 let
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develops, it will facilitate predicting the behavior pattern of the
groups involved. By further examining the relationships between the
groups, one can begin to locate potential problems as well as opportun-
ities. For example, should a conflict emerge between students and admin-
istrators, an analytical look at the scheme will map out the additional
parties likely to be involved; perhaps the parties will be staff, parents,
the superintendent, or even a federal agency that is funding a special
program for students. Then some of the questions that must be coped with
are: What points of view are the peripheral parties likely to have re-
garding the conflict? What impact might these views have on the superin-
tendent s office, the school board, parents and the community, as well as
the federal agency? Where does one's major support come from? Are crit-
ical lines of communication missing?
The main usefulness, then, of a systems perspective is that, in
a time of crisis, it expands the point of view and focuses attention on
the interrelationships within a system. Both of these are critical for
effective crisis management.
Proposition Five : Alternative schools are commonly a subsystem
paralleling the regular school system.
The foregoing system's model emphasizes the difficulty of the
relationship between alternative schools as a parallel subsystem member
of the regular school system. Each system has its own set of character-
istics which when interacting with other systems helps to suggest to its
members its own sense of organizational identity and its manner of be-
havior with respect to the other systems in its environment.
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This model, though simplistic, does capture one of the most dif-
ficult problems to an alternative school. Since it grew out of a work-
shop attended by thirty-seven administrators of alternative schools or
programs, and because an informal check was made with the attendees to
see if it comes close to illustrating their sense of reality, one can be
reasonably confident of the model's utility. For further information on
this model and its application among alternative school directors, see
Item 7 in the Appendix: "Selected Sections of the Crisis Management
Handbook"— "Alternative Schools Clinic on Perspectives and Procedures
for Crisis Management."
Proposition Six : The most endangering problem to alternative
schools occurs in their relationship with the regular school system.
In Table 5, "Reasons for the Purpose or Existence of the School
Having Been Endangered," the responses can be viewed in terms of the ap-
parent location of the problems. From this viewpoint, the distribution
of responses are: Federal Agencies—seven; School District--thirty-nine
Community Pol itics—ten ; Alternative School --eight; and Director-two;
from a total of sixty-six responses. In the eyes of alternative school
directors, the School Distr^t, with thirty-nine responses, clearly
stands out as the area of interrelationship that is most problematic.
Seymore Sarason sheds some light on this problem in The Creation cf Set -
tings and Future Societies in which:
. .
.
[he wishes to] emphasize that a. proposed new setting always
arises in some relation to existing settings; that there are char-
acteristics of the new setting (such as superiority ot mission)
and concerns of the existing ones (such as ideology, concern tor
resources) which ensure some conflict and competition; that re-
gardless of whether the proposed setting arises from an existing
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structure or arises outside of one, it reflects in its purposes orfunctions or ideology some aspect of traditional conceptions; thatits heritage of conflict contains positive and negative forces 44
The pattern of alternative school development seems to correspond quite
closely to Sarason's description of what happens in creating new settings.
Because alternative schools are--whether they recognize it or not--counter
organizations to the regular school system, the fact that the school dis-
trict looms so imposingly should not be surprising. The tone of the con-
tents in Table 5 under School District reads rather closely to Sarason's
statement; e.g., "disagreement over teaching philosophy: disciplined ap-
proached vs. liberal approach" or "seen as counter culture school by dis-
trict and administration."
Proposition Seven : The permanence of an alternative school's
equilibrium position with respect to the regular school system is a func-
tion of its own ability to command power over the regular system and the
congruence or incongruence of the two system's values and desire to as-
similate with one another.
As reviewed earlier, regular schools have pursued a policy of
providing a standard educational system which appears to be monopolistic.
When an alternative school emerges within a regular school system, the
equilibrium of that system is imbalanced because more often than not
that basic monopoly is challenged as well as are the dominant values
which support it. The degree to which the equilibrium is affected de-
pends upon the extent of difference betv/een the two systems. If the
44$eymore Sarason. The Creation of Sett' igs and Future Societi es.
San Francisco, California: Jossey-Bass Inc., 1972, p. 46.
alternative school differs radically in value and behavior from the
regular system, then it is highly probable that tension between them
will increase, perhaps into conflict, until a new equilibrium is estab-
lished. Therefore, establishing the permanence of an alternative school's
desired position is in part a function of its own ability to command
power over the system.
Another factor influencing the equilibrium position is that of
congruence and incongruence of the system's orientation towards autonomy
and integration. Figure 3 provides one way of assessing whether the
groups within a school have potential for conflict or collaboration. By
determining the salient forces operating within two groups, one of a
superordinate, the other of a subordinate nature, and by judging whether
or not the forces are congruent (similar forces operating) or incongruent
(dissimilar forces operating), one can predict one of the four different
organizational situations described below.
In Situation A, the two groups are both moving toward increased
participation (congruence) which will result in cohesion based on a mu-
tually desired assimilation. This occurs when, for example, alternative
schools ar.d regular schools in a school district identify more with the
school district than with their other independent roles.
In Situation B, the two groups are both moving towards autonomy
(congruence) which will result in cohesion based on plural roles. This
occurs when alternative schools and regular schools in a school district
work separately but identify with the total district.
In Situation C, the superordinate group is moving towards auton-
omy as the subordinate group is moving towards increased participation
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FIGURE 3
A WAY OF VIEWING CONFLICTS f- .'TWEEN
ALTERNATIVE SCHOOLS AND THE REGULAR SCHOOL SYSTEM
Congruent and Inconcriien f Qrie nU tions of Con f 1 i c
t
Superordin
a
tes
Te.g., Regular-
School )
Subordinates
Te.g., Alternative
School
)
Superord inates
Te.g. , Regular
School
)
Subordinates
Te.g., Alternative
School
Situations
Cohesion
based on
assimi lation
Cohesi on
based on
plural roles
Tending
Towa rd
Integra ti cn
Forced
segregation
wi th
rcsistence
Forced
Tending
Toward
Conflict
assimilation
with
resi stence
P = Movement toward increased participation in the total school district
by the members of this group.
A = Movement tov/ard autonomy, independence, or succession in the tot.!
school district by the members of th i s group.
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(Incongruence). This situation will result in forced segregation with
resistance. Alternative schools may often find themselves in this role
with their own school district.
In Situation D, the superordinate group is moving toward increased
participation as the subordinate group is moving toward autonomy (incon-
gruence). This situation will result in forced assimilation with resis-
tance. An example of this is when administrators of the school district
force members of an alternative school to submit to their priorities in-
stead of allowing them to pursue their own direction.*
Proposition Eight : Alternative school changes must be viewed
within the context of the entire system in order to gain an accurate per-
spective of those changes.
There is a tendency for many people to view organizational change
from an internal organizational perspective. The efficacy of an environ-
mental curriculum is often judged by how well it appears to operate apart
from its indirect influence on other components of the school or school
system. Likewise, a new form of decision-making procedure that aims to
be more participatory is considered from the vantage point of those par-
ticipating rather than those who are not. This tendency is understand-
able because it is so much easier to examine a select, limited, and ac-
cessible set of variables upon which to judge whether there is any real
change occurring.
*The above model was modified from Richard A. Schermerhorn '
s
ethnic relations model in "Polarity in the Approach to Comparative Re-
search in Ethnic Relations," Sociology and Social Research , LI, January,
1967, pp. 235-240.
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From the evidence given in the review of literature, it should
be clear that change does not occur in absolute isolation. School dis-
tricts are interdependent systems so that alternative school changes
must be viewed in such a manner if they are to be viewed realistically.
An alternative school may, for instance, be making, from its own percep-
tion, great strides in becoming a real distinct alternative but in the
meantime it may also be generating increasing hostility to the concept
and a general distaste for alternatives throughout the district. Thus,
in this case, progressive change is occurring in the alternative school
while regressive change is occurring in the larger system. Another ex-
ample is when the alternative school may view itself as making limited
progress toward its goals while cleverly impelling the entire system
towards alternative education. In this latter case, limited progressive
change is occurring in the alternative school yet progressive change is
also occurring throughout the entire system.
One conclusion to this proposition is that alternative school
changes involve a dialectical process which takes place between the al-
ternative school subsystem and the school district system. The two sys-
tems evoke mutually interacting forces that affect and influence one an-
other and, therefore, in the final analysis, both will be somewhat modi-
fied by the presence of the other. In this fashion (using Hegelian dia-
lectics), the regular school system represents the thesis position while
the alternative school represents the antithesis position. Through their
interaction, a new synthesis will be formed which is basically a change
to a new equilibrium position. From this synthesis, the cycle will re-
peat itself until one system absorbs the other or until one system is
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diminished to an ineffectual role. In either case, though, both systems
will be transformed to one degree or another.
Through a systems approach, a number of propositions were formu-
lated, which will be briefly discussed below in terms of their implica-
tions and utility to crisis management training.
Proposition one identifies the two main concerns of alternative
school directors which are: the nature of the relationship between al-
ternative school and the regular school system; and the creation of in-
ternal organizational satisfaction. For purposes of providing crisis
management or general organizational training to alternative school di-
rectors, this proposition suggests the approximate problem area for the
training to concentrate on. It was in some ways an unexpected discovery
since the training attempts tended to concentrate on internal organiza-
tional issues and on external issues that concerned federal and regional
agencies rather than on organizational relationships within local districts.
Future workshops and conferences might bring together local school dis-
trict personnel and alternative school members for a planned confronta-
tion program aimed at identifying specific conflict issues, problem-solving
around these issues, and creating new institutional units or modifying ex-
isting ones to work on district intramural problems.
In terms of problem substance between alternative school and ex-
ternal agencies (i.e., local school district and federal), proposition
two points out that financial support is a critical issue. Crisis manage-
ment approaches probably cannot directly assist with this issue. Finan-
cial experts representing an alternative school point of view and a dis-
trict point of view might be assembled to sharpen the issue and delineate
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decision points and long range strategies. Crisis management practices
can, however, assist the decision-making process especially to the ad-
vantage of alternative schools by training the directors or their repre-
sentatives in the skills of negotiation and problem-solving. Alternative
school members often new to the requirements of administration tend to be
at a disadvantage in this realm.
The director's dilemma in proposition three indicates a role-
confusion problem. The demands from both the regular school system and
alternative school subsystem press hardest on the director who is usually
the intermediary between both systems. Further research on directors of
alternative schools could illuminate the v/ays in which such persons deal
with their peculiar role and corresponding stresses. It was hypothesized
during a crisis management clinic that because the director's job was so
ambiguous and stressful, they would burn-out in a short time unless they
have a somewhat clear personal sense of direction that is congruent with
the demands of innovating. Without this, the exigencies of the school
would overcome them and make the struggle less meaningful. This partic-
ular issue has implications of a broader scope. Innovative projects in
education and other fields require the administrative function, yet there
is little known about the protocols of administration for innovative or-
ganizations. Thus, research on this topic could be important and widely
general izable to those who are interested in observing and making change.
One of the unique insights that was gained through the clinics
and personal interviees was that of proposition four: concern with cre-
ating organizational normalcy. The main concerns were expected to grav-
itate toward more dramatic issues such as race, class, ecology, sexism,
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etc. Instead, the directors seemed to be searching for mechanisms that
will help the school simply operate at a more normal level. To be sure,
this does not negate the import of those social issues to the school.
It does, however, imply that, in the minds of the directors at least,
developing organizational normalcy has greater weight than pursuing
idealistic causes. Viewing early alternative school concerns from this
standpoint, necessitates a crisis management training strategy for di-
rectors that would concentrate on facilitating structure building. In
this sense, crisis management training would be taking a crisis preven-
tion posture because structure reduces conflict. For reasons too lengthy
to go into at this time, trainers ought to expect that the members of an
alternative school may be highly resistant to structure building. One
brief possible reason is because it transforms the school from a more
simple, friendship group arrangement into a more complex professional
functional arrangement and for many alternative school members at this
point of time such a change would be antithetical to their reasons for
leaving the regular system.
Propositions five and six are inseparable. It is most important
for anyone aspiring to make productive interventions in alternative
schools to recognize that they are often a subsystem of the regular sys-
tem and that the relationship between them is determined by the properties
that dominate each separate system. It is sometimes thought that if cer-
tain school members are on good terms with significant members of the
regular system, this in itself will be all that is necessary to insure a
mutually positive relationship. These propositions assert that the qual-
ity of the relationship between two systems is a more complicated matter
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than contacts between a few individuals. A crisis management training
program could be useful in heightening the awareness of each school's
unique condition and in understanding how the systems benefit and threat-
en each other. By building a parallel subsystem, the regular system is
departing from its usual procedure in experimenting with innovations.
More common are innovations that are more inclusively a part of the
regular system boundary. It would be interesting to have a comparative
analysis on these two different modes of innovation to determine what are
the advantages and disadvantages of boundary separation.
Propositions six and seven focus attention on the danger that is
part of the alternative school's relationship with the regular system
and the factors that affect the equilibrium between the two systems. They
are mostly concerned with the effect on the organizational mode that span
a continuum from "real alternative" to "traditional". Crisis management
training can work towards helping alternative school members clarify
their power base and develop a repetoire of power strategies, addition-
ally, some type of thermostat device based on monitoring the congruence
or incongruence of the two systems might be devised as an early warning
system. This is a particularly important proposition because there is
a tendency for many members of new projects to become so absorbed in
their specific effort that they fail to see or acknowledge changes occur-
ring on a larger scale. In Watson's (Miles, 1 964 : 1 07-1 C8 ) study of New
College, Columbia University which was an experimental demonstration un-
dergraduate school, he concluded that "It is difficult for members of a
utopian experiment to take seriously the dangers due to external hostil-
ity. The leaders of the experiment are engrossed in its internal operation.
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They trust to relative isolation to save them from the need to worry
about foreign diplomacy or public relations." The psychological princi-
ple involved here is that a common way of dealing with threat is to dis-
miss it from the mind. For example, people who live on the sides of a
volcano become accustomed to ignoring it. Preferrably, new innovative
organizational projects should have some protective isolation in its
earlier stages, but without this, they must assume the responsibility
of countering the tendency to minimize dangers if they do not wish to
become pseudo-innocent victims of an erupting volcano.
Summary of the Application of System
Theory for Crisis Management Usage
One of the primary ingredients to effective management and, in
fact, to effective organizational decision-making is the analytic func-
tion. To analyze an organization means to separate the pieces, inspect
them, integrate the pieces, and reinspect them as a holistic unit. So-
cial systems are very complicated devices and in order to analyze them
successfully, systematic approaches and principles are necessary even
though they are not always altogether adequate. In times of crisis,
decision-making becomes urgent and its quality largely depends on how
successful the analysis is.
A general systems approach to analyzing alternative schools un-
der conditions of normalcy and crisis has many advantages. The analytic
process is systemized. The concepts and language is such that compara-
tive analysis can be made more easily than by using other analytic ap-
proaches that rely upon a specific discipline. Finally, it is versatile
enough to examine an organization through a structural framework, a
10 /
developmental framework, or a process framework. Overall, it is a most
promising analytic device for management and for furthering the study of
various types of systems in change and in crisis.
Epigenesis of Alternative Schools
Description of Epigenetic Model
Thus far, alternative schools have been examined in this study as
a social system within one general suspended time frame. The analytical
models used have not attempted to probe the developmental aspect of the
schools. Schools like other organizations, however, do change their
characteristics over a period of time. Organizational transformations
that occur are not a totally random process but, instead, they usually
follow identifiable patterns that are assumed by many social scientists
to be governed by certain principles of organizational development.
From a systems perspective, Robert Chin defines what is meant by devel-
opmental models to organizations:
Developmental models assume change; they assume that there are no-
ticeable differences bet. aen the states of a system at different
times; that the succession of these states implies that the system
is heading somewhere; and that there are orderly processes which
explain how the system gets from its present state to wherever it
is going.
This section will analyze alternative schools from the developmental
perspective that Chin has elucidated and it will attempt to identify
some of the principles that govern organizational growth.
45
Chin, op. cit ., p. 305.
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Proposition Nine : The development of alternative schools is
governed by epigenetic principles of organizational growth.
One of the principles of development that appears to apply to
all living systems is that of "epigenesis". According to the "epigenetic
principle" which was initially a biological principle but has since been
used by Erikson to comprehend individual identity development: "anything
that grows has a ground plan, and that out of this ground plan the parts
arise, each part having its time of special ascendency, until all parts
have arisen to form a functioning whole."46 It is proposed that an al-
ternative school as a social system is also governed by this principle
in which the ground plan are organizational principles that affect the
school's process of transformation.
The study of the epigenesis of alternative schools, then, has as
its aim the identification of the principles that govern the school's de-
velopment particularly as crises play an intervening role. This will,
hopefully, add to the understanding of educational knowledge regarding
innovative organizations as they are created, grow, mature and decline,
and as they meet various crises at each phase.
The epigenetic framework to be presented here was invented during
a clinic that the National Alternative Schools Program sponsored in 1973
entitled "Clinic on the Perspectives and Procedures for Crisis Management
in Alternative Schools." During the Clinic, the trainers in their attempt
to provide an organized framework for dealing with many of the issues
that were arising, devised what at that time was referred to as the
^Erik Erikson. Identity Youth and Crisis . New York: W. W.
Norton and Company, 1968, p. 92.
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"stages of development" or “life cycle" model. From many provocative
discussions, it was noticed that the similarity of concerns seem to be
naturally following a pattern along the schools' stages of development.
Since one of the objectives of the Clinic was to create working groups
of administrators to problem solve around common Issues, this discovery
of an appropriate developmental scheme enhanced the Clinic considerably.
Below is a description and example of the schematic framework
that was formulated during the Clinic:
I. Stage One: The "Creation Stage" or "Birth"
II. State Two: The "Start-up Stage" or "Childhood"
III. Stage Three: The "Beginning to Settle-in Stage" or "Youth"
IV. Stage Four: The "Well
-Settled and Institutionalized Stage
or "Maturity"
V. Stage Five: "Old Age"
The above framework of five stages, which has been expanded in
its most recent version and will be explained later, characterize various
levels of alternative school development. It is theoretically a sequen-
tial scheme, but it may also be cyclical. A school, for instance, may
reach Stage Four and then fi*H some way to recycle back to Stage Two.
One alternative school does this by beginning each year anew and develop-
ing new structures to accommodate the new members of the school and their
ideas as well.
The administrators in the Clinic applied the scheme to themselves
by indicating the problems and crises they had and placing those crises
within the scheme according to the stage of development that they, them-
selves, felt most closely characterized their schools. Table 6
HC
TABLE 6
Stages of Alternative School Development
And Their Problems
I. Stage One: "Creation"
—No response
II. Stage Two: "Start-up"
—Counterdependency
There is a lot of energy reacting to the reaular system which
makes organizing somewhat difficult
—There is need for a lot of energy to break new ground
III. Stage Three: "Beginning to Settle-in"
—Concern over what is really happening
—Honeymoon ending. We are not hugging and kissing but reacting
to the power of the regular system and facing our own power
—Behavioral (new) norms internalized, but now what?
—Structure building
—Decision-making. Everyone doesn't have to decide everything
—Need to trust ourselves and others in making decisions
—How to deal with authority
—Crisis of authenticity, self-identity, and leadership styles
for the administrators: Do I "hang" back because I can't
legitimately express my skill s/abil ity?
—Who am I? Roles: professional and personal
--What I need, want, and can do--is it legitimate?
--Norms of elitism
—Fear of failure
--Individualization vs. collectivism
IV. Stage Four: "Institu+ * anal ization" or "Maturity"
--Establishing administrative routines that don't have spirit
-Self-growth
—Establishing SGme more structures to prevent burn-out (kids
say you try so hard and nothing happens)
--Director's mood effect: 1 ivel iness—administrator or pioneer?
--Practicality of what works vs. personal satisfaction (creating
a community within the school)
--Tired, exhausted, burned-out
--Boredom from repeating cycles
Stage Five: "Old Age"
--No response
V.
mwhich represents the responses of one group In the Clinic, is not meant
to be comprehensive. It did, however, represent a most useful devise
in analyzing and understanding the issues as they might be typified. In
this way, the model was a releasing factor during the Clinic which aided
the collective comprehension of the array of issues confronting the group.
As this list is expanded and analyzed, a clearer impression should emerge
of the developmental problems of an innovation as seen by its directors.
Proposition Ten : The epigenesis of alternative schools involves
seven states of development: (1) initial planning, (2) creation, (3) start-
up, (4) beginning to settle-in, (5) institutionalization, (6) decline, and
(7) termination.
By reviewing the data gathered from the Clinic, and discussing
the epigenetic model with other staff members, and by combining these in-
sights with other similar models (developed by Erik Erikson, 1968; Gordon
Lippi tt and Warren Schmidt, December, 1967; and Gail Sheehy, 1974) an
epigenetic model of alternative schools was formulated. The model is
based upon the epigenetic principle that each stage in an alternative
school's life poses a central challenge which if dealt with successfully
will provide a firmer foundation for the school to meet successive chal-
lenges in forthcoming stages. In terms of positive crisis outcomes, if
the school is able to overcome each challenge and crisis, it will become
stronger, more unified and evolve a sense of wholeness and completion.
In terms of negative crisis outcomes, if the school is unable to overcome
the challenges and crises, it will develop chronic problems around those
issues until they are resolved. Table 7 illustrates the "Epigenesis of
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Alternative Schools" which involves seven stages of development. Follow
ing Table 7 is a theoretical description of each of the model's stages.
TABLE 7
Epigenesis of Alternative Schools
STAGES DESCRIPTION OF STAGFS CRISIS ISSUES
Stage One Initial Planning or
Pre-birth
Designing an accept-
able plan
Stage Two Creation or Birth Creating a new organ-
ization
Stage Three Start-up or Childhood Surviving as a viable
school
Stage Four Beginning to Settle-in
or Youth
Gaining stability and
pride
Stage Five Institutionalization
or Maturity
Achieving a sense of
identity
Stage Six Decline or Old Age Contributing more to
society and organ-
izational renewal
Stage Seven ' Termination or Death Extension of the
school's ideals be-
yond its own death
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Before proceeding, one note of caution should be mentioned re-
garding the model. The descriptors used to illustrate this model connotes
improvement and advancement as a school moves from stage one through stage
seven. If a school does not move beyond stage three, for instance, the
implication is that that school "ought" to mature further. This value im-
plication is not intended. Rather, one of the main points of the model is
that at any given stage, there is a trade-off of benefits as well as prob-
lems that may be gained at another stage (either below or above one's cur-
rent stage). The most difficult problem in describing this model was in
selecting terms that appear simultaneously accurate to empirical circum-
stances and to theory. Despite the unintentional bias regarding the terms
used in the model, with proper explanation, it should serve as a useful
and insightful paradigm in framing some of the important properties of
alternative school development.
I. Stage One: "Initial Planning Stage" or "Pre-birth"
A fundamental characteristic of this stage is the concentration of
energy that goes into transforming the school from an abstraction into a
reality. The main concern in this process is that of designing a plan
that will be acceptable to all the parties and still maintain its integ-
rity as an alternative design. Lacking an adequate amount of preparation,
energy attention, and acceptance, the school will be very weak at its
birth or worse, it will not be born at all. There are several subissues
within this stage which will affect the school's character and develop-
ment depending upon the manner in which they are handled. One such sub-
issue is that of gaining sufficient survival support. If the founders
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do not obtain the necessary financial and psychological support at this
stage, the focus of attention among the members of the school once begun
will be on survival of the organization. This will use up a lot of con-
structive energy that could be dispersed around other equally necessary
issues and learnings of a higher order. If the survival issue becomes
too demanding, then it will be difficult to even use it as a stimulating
learning agenda because the energy and attention required for that type
of higher order learning will be depleted. Another subissue is that of
the inclusiveness of planning. By engaging those members who will be
most directly affected by the school in devising its future structure
and their working relationships within it, considerable confusion, frus-
tration, and unconstructive energy can be avoided when the school actually
begins operating. Effective planning for the school can also provide a
foundation of confidence for its members as well as to its community so
that once the school is implemented, directions of growth can alter ac-
cording to necessity with a greater sense of security and assurance.
Without such advance planning, the number of factors that must be managed
during its operation can be expected to multiply exponentially and this
will make the school extremely difficult to manage. A final important
issue is that of insulation. Studies have indicated that new experimental
schools need a certain amount of protection and insulation from other hos-
tile and greatly influencing forces. Excessive input, be it positive or
negative, at this stage will be very distracting and will inhibit the
school ' s coherence.
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IL Stage Two: "Creation Stage" or "Birth 11
The main issues at this beginning stage are the problems of cre-
ating a new school and trying to keep it alive as a viable system. The
staff and students have just met and share an eager optimism about their
future. It is a time of great anxiety and energy. The school district's
attitude toward the school is crucial at this point because a mutual sense
of appreciation between the two will influence the climate within the
school. For instance, if the school district allows for the creation of
the school as a way of dealing with students and staffs that it cannot
normally handle and does not usually support, the alternative school may
be expected to begin its growth with a basic sense of insecurity and mis-
trust. Around the latter part of this stage, the members of the school
will begin to assert their own independence and will-power. This will
mark the beginning of a struggle over autonomy and authority. The school
will need to make increasing decisions on what the school most values,
what it is willing to sacrifice and compromise, and how much it is willing
to risk itself.
III. Stage Three: "Start-up Stage" or "Childhood"
To survive as a viable school r.ow becomes the major issue. A
crisis at this stage will pose the question: How willing is the school
to organize itself, impose constraints and view its reality? Simultan-
eously, the school will engage in various experiments that will exercise
its creativity, movement, and ability to pursue its aims. This experi-
mentation and attempt to establish initiative and autonomy may often as-
sume the characteristics of counterdependency. In the words of one group
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of alternative school directors, "there is a lot of energy reacting to
the regular system which makes organizing somewhat difficult."
—Stage Four: ^Beginning to Settle-in Stage" or "Youth"
At this point, gaining stability and pride become the primary
concerns. If the school does not organize itself better, it falls victim
to chronic crises. Also without a developing sense of pride and reputa-
tion, the school will continue with feelings of insecurity and will have
difficulty in attracting good students and staff. In any case, childhood
has come to an end or put another way by a director: "The honeymoon is
ending. We are not hugging and kissing but reacting to the power of the
regular system and facing our own power." A climate of innocence and
naivete is no longer as useful— it is, in fact, guite dangerous. The
school ought to be forming a sense of role, purpose, and some accomplish-
ments by this time. Without these, students and staff will be confused
over their own roles, accomplishments and meanings. Another issue at
this point is whether the members have been able to determine when to be
individuals and when collective thinking is required.
V. Stage Five: "Institutionalization Stage" or "Maturity"
The principle concerns at this stage is the question of identity-
developing a deep and unique sense of itself vs. the normalization of ac-
tivities which reduces some of the creativity. If at this point the
school isn't able to develop a more profound sense of its own identity,
confusion and frustration will result because this issue is at the es-
sence of starting the school. Some schools may choose to remain adolescent
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because of the routing which occurs here, but exhaustion and burn-out
are the dues to be paid for this choice. On the other hand, normaliza-
tion can lead to stagnation if it is too institutionalized. Thus, the
school must decide if it is willing to co™it itself to further review
and change which may require sacrificing some of the new found comfort.
The focus begins to shift at this period to the desire to contribute to
society and education beyond the immediacy of the school. The members
become more concerned about sharing its achievements with the school
district and other school districts. They also begin to think in longer
range terms beyond the immediacy of the current semester.
VI. Stage Six: "Decline" or "Old Age 11
This is a stage in the life cycle of an organization that most
people would prefer to avoid. Old age has a pejorative image in our so-
ciety which is associated with visions of declining creativity, an absence
of excitement, traditional views, and activities that are out of touch
with contemporary reality. Although there is a bit of truth in these
perceptions, they are largely misleading. The main characteristic of
a school at this stage is not necessarily that its structure, though
once strong and adequate, is growing feeble and its internal processes
are not as vitally responsive as they once were. Instead, given that
the school has developed successfully over the prior stages, it is a
period when there will be a ripening maturity, a comforting sense of co-
herence and integrity, and an accumulation of knowledge which is often
referred to as wisdom. And these characteristics will express themselves
through a finely developed quality of understanding and judgement. The
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dilemma that arises here is whether to maintain this very comfortable
situation or to attempt a transformation back to a more youthful stage
with its characteristics of confusion and erratic behavior. There is
still the problem of conveying the meaning of the school's life and aims
to others so that in the event that the school suddenly ends, its meaning
will continue.
VII. Stage Seven: "Termination Stage" or "Death"
When the life of a school ends, is it possible for the unique sub-
stance and meaning of the school to transcend its own mortality? This is
an essential question at this stage and it is an important issue which of-
ten pervades the entire cycle of development of alternative schools, which
again is another element that differentiates them from regular schools.
That is, if a regular school does not do well, one does not usually hear
of it being closed down by the school board. On the other hand, termina-
tion as a possibility looms very menacingly in the eyes of many alterna-
tive schools. Because of this stage, there is a uniquely "organic" qual-
ity that is intrinsic to alternative schools. The possibility of termin-
ation, and at times its partial incorporation into the school's plan,
paradoxically heightens the life "meaning" of the school. By increasing
the risk, the school's activities and relationships are enhanced because
they must count for something more than the exhaustive ritual of merely
being in cadence with other schools. When death does come to the school,
a cycle has been completed. In viewing this stage as part of a growth
process, the end does not signify merely the end but, rather, it can mean
a beginning as well. Although the school as a formal organism may no
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longer function, its ideals and its substance may Well be carried on by
those whom the school had personally impressed. In this manner, a rebirth
of the school's dreams and ideals may occur at a later date and in a sep-
arate form.
Epigenesis of Alternative Schools :
Crises and Their Consequences
Proposition Eleven: There is a medium to high probability that
a majority of alternative schools will encounter a crisis that will endan-
ger the school in each stage of its development.
This proposition seems to be supported by the data gathered by
the "National Survey of Public Alternative Schools, 1973-1974," conducted
by the National Alternative Schools Program (see Items 3 and 4 in the
Appendix). The responses to two questions from each school were compared
to determine whether the purpose or existence of the responding alterna-
tive schools had ever been endangered and the period during which this
occurred. Question 6 from the "Survey Questionnaire" was: "How many
years has the school been admitting students? (circle one): (1) one year
or less; (2) between one and three years; (3) more than three and less
than five years; (4) five years or more." And question 4 from the "Direc-
tors Interview" was: "Has the major purpose or the existence of the
school ever been in danger? Why?" Table 8 depicts both the frequency
and percentage responses to these questions. Table 9 depicts the percen-
tage of the responses according to the number of years that the school
has been admitting students. Of the two hundred alternative schools that
were mailed questionnaires and also interviewed, there were 117 schools
which had completed both questions.
120
TABLE 8
Crises and Years of Operation
(Frequency and Percentage)
Number of Years the School has been Admitting Students
The last column on the right in Table 8 shows that of the 117
responses to the question of: Has the major purpose or the existence
of the school ever been in danger?, sixty-five percent of the respondents
answered yes while thirty-five percent answered n£. The answers to this
question appear to support proposition eleven.
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TABLE 9
Crises and Years of Operation
(Percentages)
Has the
purpose
or exis-
tence of
the school
ever been
in danger? L
Number of Years the School Has Been Admitting Students
1 year
or less
between 1
& 3 years
more than 3,
less than 5 totals
YES 50% 66% 69% 63%
NO 50% 33% 31% 37%
TOTALS 100% 100% 100% 100%
Proposition Twelve : For alternative schools, the probability of
a crisis occurring is greater at stage four, youth, than the preceding
stages.
During the "Alternative Schools Clinic on Perspectives and Pro-
cedures for Crisis Management (see Item 7 in Appendix), it was discovered
that if an alternative school reached a point where it was implemented,
the school district and other agencies would allow for a certain marginal
number of mistakes to be made and problems to arise. However, at around •
stage four the school district and other educational supporting agencies
would become less tolerant of major problems, and the issue of how suc-
cessful the school is and whether or not to continue it becomes a
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predominate matter of concern. Robert Chin summarizes this point in the
concluding session of the Clinic:
SLit!?!LThree [whichJ s sta ? e f?ur in the epigenetic model], youth,some students are really making it, and some people in the reqular
system are starting to say, "It's a great way for schools to be."
The response of the regular school people is, "I think they're crit-icizing us. At this third stage, there is a problem with success,
ine criteria of success becomes more important. Some will claim
that its a "ding dong" school and that it keeps the kids off the
street. Alternative schools throw so much magic dust on themselves
at stages one and two that when they really start talking about suc-
cess, then what criteria of success are they to use, and who are they
going to allow to do the evaluation?47
Further support for this proposition appears in Tables 8 and 9.
Although there is no strict correlation between years of operation and
stages of development, most of the schools encountered by the investiga-
tor seem to view themselves moving from stage two to stage four in about
three or more years; this may occur in some very odd ways as will be ex-
plained later. The percentages in both Tables 8 and 9 show that the
ratio of crises to noncrises increases from year one to the peak period
of more than three years but less than five years. To be sure, the num-
ber of responses in each category differs, which brings into question the
adequacy of the sample size for each period. This, of course, is a prob-
lem for further research. In the meantime, the data is meant to be ten-
tative and suggestive at most and, in this way, it does seem to support
proposition nine.
47
Larry M. Kubota. "Alternative Schools Clinic on Perspectives
and Procedure for Crisis Management." Report to NASP and Clinic parti-
cipants, Amherst, Massachusetts, January 17-20, 1974. Amherst, Massachusetts
National Alternative Schools Program, 1974, pp. 16-17.
Proposition Thirteen: As alternative schools progress through
the epigenetic model toward greater organizational maturity, they will
also tend to drift towards becoming more "regular" and "conventional".
The epigenetic model has helped in comprehending the development
of alternative schools and particularly the matter of how a crisis may
intervene in this process causing the advancement or retardation of the
schools' organizational maturity. In addition to the life cycle concept,
alternative school development may occur on another dimension. That is,
its development may be viewed in terms of the organizational continuum
that exists between "regular schools" and "real alternative schools." 48
In interviewing six directors of alternative schools on the East
Coast, the investigator asked them to locate their own schools at each
stage of development on a continuum of "conventional school" to "real al-
ternative school." The instrument is located in the Appendix under Item
4 . Figure 4 illustrates their combined responses, first, as they had
marked their individual instruments and, second, as their responses were
arranged according to the separate stages of development which these
schools had undergone.
From Figure 4, one can observe a noticeable drift in the direc-
tors' perception of the schools from being a "real alternative" toward
being a "conventional school." Each progressive stage of development
for the schools appears to represent an almost entire unit movement on
the seven point scale toward being a "conventional school." The diagram
48
Definitions to these terms can be found in Item 4 of the
Appendix.
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FIGURE 4
Director's Perception of the Degree to Which the
School is Seen as a "Real Alternative" vs "Traditional"
School Through the Stages of Its Development
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The diagram below includes the same data as above,
but it is arranged according to each separate stage.
STAGE
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"Traditional" "Real Alternative"
STAGE *
.
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includes stages two through five of which most of those schools are
seen by their directors at stage four. Overall, the responses are all
located on the right half of the scale indicating that all of the inter-
viewed alternative school directors saw their schools throughout their
development as being more "real alternatives" than "conventional".
Proposition Fourteen: Although alternative schools tend to drift
towards becoming more conventional as they progress through their stages
of development, crises present opportunities for change: for movement
toward becoming a real alternative or for accelerated movement toward
conventionality and regularity.
At this point, it has been demonstrated how crises are perceived
to be a highly probable event in the growth process of alternative schools.
Also, it has been proposed that alternative schools tend to drift toward
becoming "conventional" or "regular" schools as they develop organization-
ally. By combining both propositions, it appears that the element of a
crisis can play an intervening role in the development of the school
towards becoming more alternative or traditional.
Figure 5, "Crises and Alternative School Development--From Alter-
native to Conventional" attempts to portray in a diagrammatic form the
preceding ideas. Theoretically, there is a developmental sequence which
alternative schools as an organization governed by certain organizational
principles will undergo. Without any drastic alterations caused by inter-
nal or external sources, an alternative school can be expected to trans-
form from stage one to stage seven and assume the general characteristics
of each successive stage. However, as this occuis, the school will meet
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a new crisis at each stage which may determine the schools' characteris-
tic beyond the typical
-theoretical scheme.
FIGURE 5
Crises and Alternative School Development
(From Alternative to Conventional Organizational Mode)
The typical -expected developmental sequence is illustrated in
Figure 5 by the unbroken line. The birth of an alternative school is
conceptually seen by many of its directors as nearing the "real alter-
native" position which is then followed by a decline towards a "conven-
tional school" position. At each progressive stage, the alternative
school encounters a crisis, perhaps of the types listed in Table 7.
Given a declining expected path, the crises coulu alter the nature of
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the school in three different ways: status quo, regressive, or progres-
sive. An intervening crisis could bring about a new equilibrium so that
the school would remain unchanged in a status quo position. It could al-
so create conditions that would impel a progressive transformation of the
school towards being a "real alternative." Finally, a crisis can precip-
itate a regressive transformation of the school towards becoming "conven-
tional" in mode.
Proposition Fifteen : Alternative schools may often develop through
the epigenetic stages, either consciously or unwittingly, in an alternat-
ing pattern.
Another aspect of alternative school development that is rather
unique is the manner in which it may proceed through the epigenetic stages.
Although it is assumed that most regular schools tend to proceed through
the stages in almost a linear fashion, alternative school development is
perhaps more dramatic and complex. One school director, for instance,
mentioned that at the end of each year or two the members of the school
begin redesigning the entire school. Organizationally, this means that
whenever the school begins to mature into a certain mode, the school is
disengaged from its present stage of development and reengaged at an
earlier stage. This is an example of a conscious decision to create an
alternating pattern of growth. An unconscious decision might result from
a crisis as, for instance, when a charismatic leader departs from the
school. Earlier in the survey of literature section, Etzioni pointed out
that this was one of the more common crisis-producing situations among
organizations. The crisis could be of sufficient magnitude to shift the
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school back several stages to an earlier level of development. Figure 6
depicts this proposition of an alternating growth pattern.
FIGURE 6
Alternative School Development
(An Alternating Pattern)
STAGES OF DEVELOPMENT
Proposition Sixteen : The development of alternative schools
(when considering the three dimensional factors of time, organizational
mode, and stages of development) may be symbolically visualized to as-
sume an almost helical pattern.
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The preceding propositions pointed out alternative school develop-
ment under the separate conditions of organizational mode combined with
stages of development, and time combined with stages of development. In
Figure 7, "Alternative School Development: A Three Dimensional Scheme
(Helical Patterns)," these separate factors are all combined to create a
three-dimensional picture.
FIGURE 7
Alternative School Development
A Three-Dimensional Scheme
(Helical Patterns)
STAGES OF DEVELOPMENT
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Referring back to Erik Trist's hypothesis about the emergence of a new
system of values and organizational philosophies, this dynamic-helical
conception of growth seems to concure with the notion that there is a
small but increasing number of people who are carrying new values and
effecting them.
Because alternative schools appear to alternate between their
stages of development as well as drift toward the conventional organiza-
tional mode, one may symbolically attempt to visualize alternative school
development as resembling a helix in three-dimensional coordinates if
the solid lines representing real development could be connected with
broken lines representing retrogressive change. In most instances, retro-
gressive change occurs without actually regressing stage by stage. In-
stead, by deliberate action or by crisis, the school usually returns to
an earlier characteristic dimension in one short time span as if to leap
from one point on the continuum to another. If, on the other hand, a
school has incorporated renewal devices, then it may actually involve a
series of gradual retrogressive transformations which would appear as the
broken line on the diagram. The model is meant to be very loosely applied
since it is a most primitive and simplistic illustration. Nevertheless,
the diagram does attempt to illustrate an interesting phenomenon: the
approximate transformation pattern of the typical and probable movement
of alternative schools from "real alternative" modes toward "conventional"
modes, whilst the schools alternate between various stages of development.
It should be noted that, at the present time, there does not appear to be
another more lucid model for describing and understanding this phenomenon.
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In reviewing the literature, the investigator has not encountered
any readings or research on organizations in any field which are descrip-
tive of the unique pattern of development that is characterized by alter-
native schools. Without such references, it is difficult to discern if
the apparent helical pattern of growth is common to all new emerging
types of innovative organizations or if it represents a mutation in or-
ganizational design. That is, it is conceivable that alternative schools
have a deliberate pattern of growth that is unlike other contemporary or-
ganizations, whether new or old, and may represent an extension of organi-
zational change from a linear conception toward a dynamic-helical concep-
tion. In this latter approach to organizational change, members of an or-
ganization may select their organizational mode in terms of utopian-ideal
and maturity as they appear appropriate for both internal and external
organ izati onal consi derati ons
.
For purposes of crisis management analysis, members of a school
ought to have some idea of the school's direction (organizational mode);
its nature (stages of development) and how a crisis might intervene to
alter these characteristics. This model provides a conceptual image of
how those three factors combine and effect the school. An imaginative
director or an administrative group in the school can make professional
and artistic use of crisis as "turning points" for altering the school
in ways that will benefit it and the community. For example, an assault
by some conservative board members on one school bordering on stage four,
youth, precipitated a crisis of survival. In response, the school ad-
vanced an argument for developing a conservative alternative which would
be closer in philosophy to that of the board members and their conservative
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constituents. From this imaginative response, the school insured its
own survival, expanded the concept of alternatives in the district and
thereby, extended its own limits for becoming more of a real alternative.
If it did not manage this crisis as skillfully, the school may have been
terminated or severely constrained so as to endanger its viability. On
the diagram, the crisis marked a turning point away from the conventional
direction and opened new opportunities to move toward the real alternative
direction.
Another example that may be cited is a case in which a school dis-
trict replaced the director, added several staff members, and expanded
the student body. In the course of a very short time, the school was al-
tered from stage four to nearly stage two. However, due to the quality
of the new staff members, the school developed more potential to attain
greater maturity and its ideals if it wished to do so.
In one case, the crisis was managed skillfully and in the other
the crisis was skillfully created. The crisis managers responded to
these conditions without the benefit of a conceptual may which could have
helped clarify the implications of the events and their actions. Luckily,
those schools had directors whose professional judgements were accurate
for those particular crises, whereas this is not always the case. If the
two directors had this diagram in their mind, the decision choices may
have appeared clearer. That is, the decisions made on organizational
mode could be weighed against its effect on the school's stage of devel-
opment and vice versa. Viewing alternative school growth in this multi-
directional way frees one's mind from the constraints of a linear concept
of growth and aids creative decision-making during crises.
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Summary of the Application
of the Epigenetic Model
A number of interesting propositions on the patterns of alterna-
tive school development have been postulated by combining analysis of
empirical data and current organizational theory. These propositions
are the beginnings of an effort directed towards identifying principles
of organizational growth that apply to schools which are striving to be-
come an organizational alternative to regular schools.
There are many ways in which these propositions may be applied.
Proposition nine and ten, for example, state that there are principles
of growth which govern alternative schools, and that the developmental
process involves seven stages: (1) planning, (2) creation, (3) start-up,
(4) beginning to settle-in, (5) institutionalization, (6) decline, and
(7) termination. One manner in which these principles have been applied
was in the Clinic mentioned earlier. In any training or problem-solving
program, the diagnostic function is essential. As a poor diagnosis made
by a medical doctor can result in inappropriate or disastrous treatment,
the same can be said of practitioners who intervene in schools. There-
fore, in diagnosing a school, analytical tools are helpful in providing
a systematic examination of the problems. Propositions nine and ten of-
fer a developmental perspective so that schools which are in similar
stages in their growth can examine common problems, and in turn refer
back to past stages for reflective clarification, and also look at fu-
ture stages to anticipate forthcoming issues. In this fashion, the
stages of development is an analytical framework for examining problems,
formulating strategies and, eventually with more data, developing theor-
ems that have a high rate of predictability.
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Another use of propositions nine and ten are in helping alterna-
tive school members and external practitioners understand that organiza-
tional issues often follow a sequential pattern. One would not ordinar-
ily expect a child to fulfill the responsible behavior patterns of adult-
hood because it is intuitively recognized that children encounter many
difficult situations that they cannot cope with at their age level of
development. If unrealistic expectations are made upon children, it is
recognized how that may lead to unintended negative consequences for them.
Likewise, newly created alternative schools will not have the capabilities
of older schools and, therefore, consideration of this fact is necessary
for the schools satisfactory development. Unfortunately, most practi-
tioners do not as yet comprehend this essential aspect of organizational
change arid growth. For example, they sometimes demand that new alterna-
tive schools specify their goals when this may be an unrealistic expec-
tation at that stage and yet completely realistic at another stage (Table
7 depicts the stages and the corresponding crisis issues which will tend
to dominate each successive stage). In the investigator's experience as
a trainer to alternative schools, he has at times attempted to persuade
the school to deal with several issues simultaneously instead of priori-
tizing them according to the school's natural growth pattern and capa-
bility. By doing so, he probably not only increased his own frustration
and sense of impotence but that of the school as well.
Propositions eleven and twelve portend of the high probability
of crises in alternative schools during each stage of their development,
and 'identifies stage four as the most crisis prone stage. This should
be useful information to members of alternative schools and external
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practitioners alike because it focuses attention on the considerable
risk involved in developing alternative schools. With additional in-
formation on the nature of the danger, schools can prepare themselves
more for those occurrences instead of becoming pseudo innocent victims
of known problems. To realize that stage four is often the most diffi-
cult should encourage schools to prepare for proving its viability and
necessity by formulating strategies and building relationships that will
insure their continuance. Training programs and conferences can assist
this effort by arranging problem-solving groups in the first through
fourth stages, followed by extracting information from schools in the
fifth and sixth stages on how they overcame the problem of surviving as
a viable school.
Propositions thirteen and fourteen state that there is a tendency
for alternative schools to drift toward becoming more regular as they
mature, but that crises offer an opportunity for change. In assuring
that desired changes occur as a result of the high probability of crises,
it is important to have effective normative mechanisms that can deal
with those tensions, e.g., constitution, principles, judicial system,
third party agents or legislative body. Devising ways to maintain a
broad perspective is also advisable since crisis conditions tend to re-
duce one's vision. A director can also acquire leadership skills (e.g.,
diagnosis, mediation, negotiation, escalating and deescalating conflict)
which may greatly enhance his/her crisis management capability and in-
crease the school's confidence in him/her and mainly in itself. It can
be anticipated that each stage of development will present a few key
issues which require effective management or else they will become chronic
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organizational problems until resolved in a later stage. For those in
alternative schools, it is easy to digress into doing a hundred other
activities only to confront the issues unprepared and in the midst of a
crisis.
Finally, propositions fifteen and sixteen illustrate some fas-
cinating alternative patterns of development that seems to typify many
alternative schools. Unlike most traditional organizations, alternative
schools have experimented with new exciting possibilities for organiza-
tional change. Realizing these organizational change possibilities more
explicitly, an alternative school can experiment with using crises that
have been devised to alter a school's future development in either ex-
pected or unexpected ways. Alternative schools can select to move back
or forth through the stages of development and through the "real alterna-
tive" to "traditional school" continuum in ways that enhance the school
and the district during those particular moments. For example, there
is a tendency among some of the more idealistic members of the alterna-
tive school to view any backward movement as a symbolic loss to the
school district. They see the school on a linear growth scale in which
such reverses assume a meaning beyond that which occurs in a three-di-
mensional or "hyperspace" model (this latter model involves more variables
than can be illustrated). Helical patterns in these latter models allow
for dramatic changes in organizational direction; they are considered
natural and expected.
A most important discovery for the investigator was the recogni-
tion of stage seven, termination, as a significant phase of alternative
school development. It is suspected that termination or in organic
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language, death, adds an element of mortality and meaning to the life
of a school. Because of this element, the activities of a school must
count for something more than the notion that it is simply an existen-
tial experience. In this fashion, crises magnify the possibility of
death which heightens the meaning of the school to its members. That
crises and death may serve a useful function in schools is a concept
that is largely unrecognized. One conceivable way to apply this con-
cept is to incorporate death as a part of the alternative school devel-
opmental design. A school could decide to terminate itself after a per-
iod of seven to ten years. Then the life cycle process of human beings
could be experienced as a learning theme in a collective organizational-
learning setting. It would also be most intriguing to interview members
of schools that have died to learn of their experiences and to discover
if the death of the school was entirely negative or if there were some
positive dimensions to it. From a system theory standpoint, the death
phase might represent only another transformation in a continuous process
rather than an abrupt and complete termination of a process. For the
organizational theorist, this paragraph may represent heresy since most
studies attempt to discover ways for practitioners to extend the life of
an organization. No matter, it is the investigator's position that the
probability of organizational death constitutes a significant and func-
tional aspect of alternative schooling which distinguishes it from many
other organizations.
CHAPTER V
CONCLUSIONS AND IMPLICATIONS
Restatement of the Problem
This study began by analyzing the social, educational, and al-
ternative school conditions which were described as having salient prop-
erties of change and crises. The social condition was depicted as evolv-
ing into an extremely complex, interdependent system in which structural
change increases tension between components of the system that eventuate
into crises. An additional complicating aspect of the social condition
is the development of a "structural
-ideological mismatch" which arises
from predominating beliefs and values that lag behind rapid structural
changes. This mismatch also enlarges the probability of crises because
increasing demands are made upon society to alter its social beliefs
and these beliefs are often slow to change and sometimes it would seem
even impregnable to external changes. In effect, with prevalent American
ideology and its traditions strongly supported by much of the American
populace who are extremely fearful of having those traditions altered
by force and necessity and not by choice and because these points of
view dominate our institutions, a dialectic has begun between those who
desire change and those who desire the status quo. Each of these ele-
ments combine to produce a condition of conflict and crisis.
The educational sector is one institution that dramatically and
extensively reflects the prevailing social condition as described. The
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elements of increasing complexity, interdependence, conflict, crisis
and new emerging values are evident. In response to these elements and
also impelled by ethnic resurgence and counter-culture values, alterna-
tive schools were conceived and developed as one strategy of change and
reform. However, as an innovative subunit of an educational system, al-
ternative schools tend to experience more crises than regular schools.
Furthermore, they are also more vulnerable to crises apparently due to
both their newness and innovativeness. The latter characteristic will
generate crises by its very degree of effectiveness insofar as it attempts
to deal with deeper, more problematic issues. And the former character-
istic of newness heightens the problem of vulnerability because organiza-
tional mechanisms that would normally manage crises of low to moderate
intensity are underdeveloped. Thus, normal crises are likely to quickly
escalate into high intensity crises in a nonintegrated
, low-structured
environment.
In spite of the increasing significance of crises, there is a dis-
turbing lack of knowledge regarding the role of conflict and crisis as
they affect educational change. Louis Maguire, a member of Research For
Better Schools, reviewed the literature on change for practicing school
administrators and made these remarks:
The literature is replete with suggestions and lists of factors that
can prompt change. Crisis is sometimes mentioned, but it is hardly
ever emphasized. However, events occurring in the day-to-day world
of the administrator reveal that crisis is one of the main factors
prompting change. In fact, the school environment can aptly be de-
scribed as a crisis environment. . . . the crisis environment will
increase, probably with renewed vigor. How to handle a crisis sit-
uation. . . is a question that is shrouded in doubt and mystery. 50
^Louis M. Maguire. Observations and Analysis of the Literature
on Change . Philadelphia, Pa.: Research For Better Schools, 1970, p. 4.
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Although within the last decade there is an increasing number of
individuals who are beginning to acknowledge the importance of crisis to
the process of change, there are still very few individuals who view crises
from a dialectical and developmental perspective. From these viewpoints,
crises are not only social phenomena to confront instead of avoid, but
they are accepted as natural elements of change. At present, crises are
treated as abnormal and aberrant incidents.
Since most practitioners and observers of education have not ser-
iously considered educational change from a dialectical and crisis perspec-
tive, they have tended to concentrate on developing methods to maintain
social-educational order and stability rather than on methods to aid edu-
cational change through the creative management of disorder.
Looking at crises as functional phenomena, they signal and illumi-
nate not only needs and arenas of change but also the manner through which
change will occur. Furthermore, crises can be quite useful in providing a
view of the future because their consequences will determine the direction
and rate of change.
Principal Propositions and Implications
The purpose of this study was stated to be formulative in nature
which meant that crises in alternative schools would be investigated to
evoke insights on the subject, develop analytical tools for crisis man-
agement. From this study, two types of significant analytical tools
evolved. First, static system models were described which provide a
clearer understanding of the social and technical relationships within
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a hypothetical alternative school social system. These are essentially
static conceptual schemes which capture a social system at one given per-
iod of time. Secondly, an epigenetic model of alternative schools was
constructed from the data generated by directors. This approach attempts
to understand the dynamics of alternative schools as they pass through
their stages of development over some time period.
Of these models, the epigenetic scheme was particularly exciting
to the investigator as it appeared to elucidate alternative school crises
in a more comprehensive manner than other approaches and revealed some
very unique patterns of organizational growth.
Two patterns of organizational growth seem significant and dis-
tinctive of alternative schools. Proposition sixteen described the devel-
opment of alternative schools as helical in a three-dimensional or phase
space (n-dimensional ) framework. The apparent pattern of alternative
schools intentionally transforming their organizational mode and stage
of development in response to or in anticipation of certain crises is a
departure from traditional concepts of growth. Traditional notions of
how organizations develop concentrated on their movement toward pre-es-
tablished goals and on an evolutionary process that went from immaturity
to maturity; thus, the traditional path of organizational growth was de-
fined narrowly in a unimodal fashion. As a result, any alteration which
veered the organization away from its pre-determined unimodal path would
be considered retrogressive. A helical conception of development regards
goals as changing elements which assume different priorities according to
changing conditions and, that movement away from a goal (e.g., being a
"real alternative school") at one point of time can be considered a
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progressive movement toward another goal (e.g., survival). Also, the ma-
turing process need not be sequential and linear. It may be cyclical or
even stationary with positive effects. Over a period of time, there are
many organizational choices and directions which should be analyzed and
judged from a multi-situational perspective instead of from a limited lin-
ear perspective. Thus, progression is understood and evaluated by multiple
criteria, the interaction between alternative school growth and its situa-
tional context, rather than by any one factor such as the school's progress
in achieving its ultimate objective.
Stage VII, termination or death, is the other pattern which appears
to be of considerable import to alternative school development. Institu-
tions are instruments devised by society to extend human capacity beyond
the scope of an individual or small group. One imminent factor limiting
human capability is death. By creating an organization around particular
aims that can be institutionalized, the inevitability of death can be over-
come. A sophisticated institution is not overly affected by mortal issues
that affect its individual members. The U.S. government and its constitu-
tion are an example of this. Schools on a smaller scale are another example.
With a' plan or constitution or policy guidelines, schools reduce their de-
pendency on individuals and instead individuals alter their behavior to
conform to the school so that its institutional intentions can be realized.
One of the consequences, however, of an institution whose survival is rare-
ly seriously challenged is that it begins to lose its vitality and assumes
an almost unreal mundane quality. In real life, death plays an important
role as part of the generation and regeneration cycle. Without death, in-
dividuals who have become attached to certain ideas and beliefs would make
it difficult for new ideas to take root.
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Crises in life brings to fore the spectre of death and through
their presence they periodically tend to accentuate the value and meaning
of one's endeavors. The reality of impending death (often through crises)
does to the school in a collective sense what it does for individuals. It
focuses attention on the meaning of the school and, thereby heightens the
school's life world in terms of work, learning, accomplishment, associa-
tion, etc. Moreover, the school members begin to feel that what they are
involved in must count for something more than merely the pleasure of com-
fort of the existential moment. Without the presence of this last stage,
developing alternative schools might be reduced to the same level of sur-
realistic routine and languor that so often characterizes regular schools
in their development.
From this formulative investigation, sixteen propositions were de-
veloped. Most of the propositions were formulated by analyzing empirical
data and considering its relationship to organization and systems theory.
The remaining propositions (seven, eight, and sixteen) were formulated as
hypothetical extensions of the propositions that preceded them. All of
the propositions were organized by analytical tools for examining crises
under two subheadings: "Systems Models of the Alternative School Structure"
and "Epigenesis of Alternative Schools." These analytical tools were mod-
ified and invented to fit the special circumstances of alternative schools.
In the Clinic and other training programs from which some of the data was
obtained, many crisis management skills were adopted from other fields and
successfully applied in a workshop training setting.
The following list is a summary of the propositions as they are
organized in this study. Thereafter, the implications of these propositions
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are discussed in a frame of reference which mostly represents the perspec-
tive of organizational development trainers.
Summary of Propositions
Organized by Analytical Tools
System Models of the Alternative School Structure
Proposition One : The two main concerns, in rank order, of alter-
native school directors are: the nature of the relationship between al-
ternative school and the regular school system; and the creation of inter-
nal organizational satisfaction.
Proposition Two: The continuance of financial support from the
school district and/or federal agencies is a critical issue for alterna-
tive schools.
Proposition Three : A dominant dilemma for alternative school di-
rectors is whether to have the school assume a safe or daring organization-
al position in relationship to the regular school system.
Proposition Four : For alternative school directors, creating or-
ganizational normalcy so that the members are operating in ways that help
the school achieve its organizational goal as well as the goals of its
individual members is the main internal concern.
Proposition Five : Alternative schools are commonly a subsystem
paralleling the regular school system.
Proposition Six : The foremost endangering problem to alternative
schools exists in their relationship with the regular school system.
Proposition Seven : The permanence of an alternative school's
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equilibrium position with respect to the regular school system is a func-
tion of its own ability to command power over the regular system and the
congruence or incongruence of the two system's values and desire to as-
similate with one another.
Proposition Eight: Alternative school changes must be viewed
within the context of the entire system in order to gain an accurate
perspective of those changes.
Epigenesis of Alternative Schools
Proposition Nine : The development of alternative schools is gov-
erned by epigenetic principles of organizational growth.
Proposition Ten : The epigenesis of alternative schools involves
seven stages of development: (1) initial planning, (2) creation, (3)
start-up, (4) beginning to settle-in, (5) institutionalization, (6) de-
cline, and (7) termination.
Proposition Eleven : There is a medium to high probability that a
majority of alternative schools will encounter a crisis that will endanger
the school in each stage cf its development.
Proposition Twelve : For alternative schools, the probability of
a crisis occurring is greater at stage four, "youth", than the preceding
stages.
Proposition Thirteen: As alternative schools progress through the
epigenetic model toward greater organizational maturity, they will also
drift toward becoming more "regular" and "conventional".
Proposition Fourteen : Although alternative schools tend to drift
toward becoming more traditional as they progress through their stages of
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development, crises present opportunities for change: for movement toward
becoming a real alternative or for accelerated movement toward convention-
ality and regularity.
Proposition Fifteen : Alternative schools may often develop through
the epigenetic stages, either consciously or unwittingly, in an cyclical
pattern.
Proposition Sixteen : The development of alternative schools
(when considering the three dimensional factors of time, organizational
mode, and stages of development) appears to assume a helical pattern.
In the beginning of this study, crises were defined as having a
dual nature: offering both dangers and/or opportunities. Using the fore-
going propositions as discussion points, the meaning of crises for alter-
native schools will be explored according to the dangers and opportunities
which they suggest for both alternative schools and their directors.
To begin with, one of the issues in creating an alternative school
lies in the members aspiration to experience greater freedom. According
to Goodwin Watson, "Founders of utopias have usually sought some place
where they would be free from expectations and pressures to conform to
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the norms of an established culture." Public alternative schools rare-
ly have the latitude of complete freedom because they are closely tied to
and dependent upon their ultimate benefactor--the regular school system.
The so-called free schools or non-public supported alternatives have
51
Goodwin Watson. "Utopia and Rebellion: The New College Exper-
iment" in Innovation in Education, edited by Matthew B. Miles. New \ ork
:
Teachers College Press, Teachers College, Columbia University, 1973, p. 101.
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greater flexibility in this regard but they gain that advantage by sac-
rificing financial security. Members of alternative schools often neg-
lect the reality of their dependency to the regular school system and
thereby endanger their own school. Yet, coincidentally, this desire to
experiment and explore, characterized sometimes as a "flight from reality,"
is an essential part of creative change. Thus, a source of creative
change may also endanger the very prospect of change unless it is managed
between the rather thin and precarious walk way that separates a tolerable
level of freedom from the intolerable as defined by the school system.
Robert Chin once described alternative schools as a place where
the regular system may locate its deviates and rebels. In this manner,
the regular school system can isolate those bothersome elements and use
them as a cushion to ward off any major change attempt to dismissing
CO
changes as coming from a bunch of "odd balls." If alternative schools
allow themselves to be isolated and used in this fashion, then it is likely
that they will ironically become a danger and obstacle to significant edu-
cational change.
Financial dangers appear as a serious problem for alternative
schools. The epigenetic scheme illustrates the necessity of obtaining
adequate financing in the initial years because without a secure financial
base, an inordinate amount of energy and attention is diverted to this
issue rather than on building effective educational programs. The financ-
ing problem is in part caused by the alternative school's fringe or
^Robert Chin. "Alternative Schools and China." Paper presented
at a seminar on "Alternative Schools" at the University of Massachusetts,
October, 1973.
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rebellious image. This image adds to the school's survival problems dur-
ing difficult economic times since a fringe element of rebels or a col-
lection of frill programs is not likely to engender enthusiastic support
as part of an austerity strategy for the school district. A very signif-
icant reason for the development of financial problems among alternative
schools comes from their founding leaders, many of whom are idealistic
and utopian thinkers, who dislike bothering with financial details.
These factors contribute to an increasing probability of financial insol-
vency after two or three years of operation at which time the school dis-
trict, often having provided an opportunity for the school to prove itself,
now wants an evaluation of the program's effectiveness. Federal funding
also ends after two or three years and the agencies ask for an accounting
of their program.
Insularity is another danger in the initial years. Developing
any new innovation requires some initial insulation in order for the in-
novation to gain its own sense of identity and direction as well as to
minimize the number of factors that it must manage. This is also true in
fields outside of education. Agricultural, biological, and engineering
innovations are usually tested in a laboratory environment before any full
scale field test is made. Business innovations similarly are experimented
with under controlled settings, field tested in a limited and scrutinized
fashion and later marketed for general consumption. Educational innova-
tions often do not follow the preceding course of development. Instead,
they are required to perform the functions of development, experimenta-
tion, implementation, and evaluation in the public arena simultaneously.
Thus, before an alternative school has fully developed an acceptable
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curricula, it must prove its effectiveness in the public arena where the
forces of politics prevail. Although insularity or having a "cultural
island" is useful in freeing the members from traditional constraints
and is necessary for any realistic program of innovative development, it
also operates to hinder the process of establishing a broader base of
support. As long as it is considered an appendage and not essential to
the school system, the alternative school will tread a precarious path.
When a major crisis does arise, the school's past insularity will hinder
effective support and insure its demise.
Hostility by members outside of the alternative school are often
underestimated by members within the alternative school. Although the
data in this study indicates that the directors were aware of the tension
between alternative school systems and regular school systems, the direc-
tors have a difficult time convincing the members in the school of the
seriousness of this problem. Goodwin Watson states that "this is a hard
lesson for experimental schools to learn. The founders are so convinced
of the purity of their motives, and of the valuable service they are ren-
dering, that it seems incredible to them that others should distort what
53
is going on and even seek to destroy it." Alternative schools as a dif-
ferent mode of education, often as a countercultural attempt cannot escape
hostility. This is natural to any strange group set in a larger community.
What the alternative school members do not realize is that if their school
methods succeed, then the practices of every member in the regular system
comes under question.
53
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In order to cope with the problems external to the alternative
school, those dangers are often minimized. This is in part due to their
involvement with the multitude of tasks needing attention in the internal
environment. It is also due to the often temporary commitment of its mem-
bers. Many members of the school, staff and students do not consider stay-
ing longer than three years. Thus, they attend to immediate problems that
are within the school rather than to impending dangers in the external
world which requires an effort in public relations. However, a more im-
portant reason is related to a psychological principle that states that a
common way for people to cope with danger is by dismissing it from the
mind--a sort of ostrich syndrome. For example, people who live on the
sides of a vol canoe become accustomed to ignoring it. Likewise, alterna-
tive school members frequently do not take their peril seriously.
Members of organizations tend to think and plan in linear terms.
Goals and objectives are established and a rational linear path is deter-
mined in order to reach them. However, in the meanwhile, a swirl of com-
plex forces surround the organization and may derail it from its original
path. This is a common scenario for many alternative schools and those
who would try to maintain strict adherence to a singular path in achiev-
ing its goals will encounter frustration and jeopardy. Under these rather
erratic conditions, creative dynamic approaches emphasizing organizational
agility will offer greater assurance of organizational progress. The dan-
ger, however, is that in moments of crises, the overriding tendency is to
concentrate on safe, conservative and traditional methods of problem-solv-
ing.
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Shifting the discussion now to opportunities that can arise from
alternative school crises brings one to the issue of "dialectics". Ideo-
logically viewed, alternative schools, whether they realize it or not,
represent a counterforce to standard American education. As such, they
offer a classical example of the concept of dialectical change. Between
early and recent sociological change theory, it v/as imagined that signif-
icant change could occur with a rational and humanistic approach that does
not include the feared elements of confrontation and crisis. Quite recent-
ly, sociologists and organizational behaviorists have begun to revise their
theories which relied extensively on a rationale-educative model of change
toward theories that include power-coercive strategies of change. If al-
ternative schools are viewed as part of a dialectical sociological process,
then the crises and conflicts that arise are normal rather than aberrant
events in which change occurs. As an example, a small New England alter-
native school was overcome in a conflict with the conservative forces of
the school district. Though the school was eventually dissolved, the per-
sonnel and students were for the most part absorbed into the regular sys-
tem and allowed to continue some of the practices in a more closely super-
vised fashion. From the contention, the board members had been impressed
with the vigorous support of the parents and students for the school
.
Thus, even though the alternative school no longer exists in that district,
its temporary presence and the dialectics that ensued did cause education-
al change in the system, though not radical change to be sure.
Within the dialectics of change, alternative schools assume the
role of the "rebel" as opposed to the "revolutionary". If a
revolutionary
is one who seeks to displace those in power by overthrowing
the system,
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the rebel according to Rollo Hay's definition is on the other hand:
. . .one who opposes authority or restraint: one who breaks with
establ, shed cost™ or tradition. He seeks above all an internalchange, a change in the attitudes, emotions, and outlook fo the
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May expands on the meaning of the rebel as:
. . . one who renounces authority, he seeks primarily not the substi-
tution of one political system for another. He may favor such polit-ical change, but it is not his chief goal. He rebels for the sake of
a vision of life and society which he is convinced is critically im-
portant for himself and his fellows. 55
Although May’s description is directed to individuals, it is no
less fitting of organizations. In particular, new organizations with a
social reform purpose fit into this category; e.g., new religious groups,
community and public action groups, innovative education groups. Often,
founding members of alternative schools are characterized by the above
description and they input these characteristics upon their organization
in the early stages of growth. As an alternative school becomes an organ-
izational personification of the "rebel", the local educational system and
society benefits from its deeds. The alternative school shakes and
C4
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unfreezes the fixed rigidity of the local educational system and its en-
vironmental culture. And through this dangerous and painful but exhil-
arating process those social systems are awakened and revitalized. May
describes this function in more vivid poetic terms:
Civilization begins with a rebellion. Prometheus, one of the Titans,
steals fire from the gods on Mount Olympus and brings it as a gift to
man, making the birth of human culture. For this rebellion, Zeus
sentences him to be chained to Mount Caucasus where vultures consume
his liver during the day and at night it grows back only to be eaten
away the next day. This is a tale of the agony of the creative indi-
vidual, whose nightly rest only resusitates him so he can endure his
agonies the next day. 5 &
Inherent in the rebellion is the rebel's attempt to preserve its ethical
and visionary integrity against the pressures of society to conform. This
provides the basis for dialectics that occur between the rebel and society,
but it is a dialectics which is common to all who experience the tensions
between person and group, man and society, organization and institution,
neighborhood and community. This process is an essential aspect of change
and, without it, social stagnation and apathy develop.
As the rebellion develops between alternative school and regular
school system and issues become sharpened, periodic crises result in bring-
ing forth elements of creativity masked in dissension. Although rebels
may make substantial contributions, this does not lessen their very pre-
carious condition. This assertion has been tested in an experiment de-
scribed by Elsie Boulding in which a problem was presented to a series of
groups created for the purpose of the experiment. It was arranged so
that some groups would have a "deviant" while others would not. In every
56
Ibid
.
,
p. 222.
154
case, the groups containing the deviant came up with a more elegant
solution. When the groups were asked to eliminate one member, the devi-
ant was invariably eliminated. Elsie Boulding concluded that: "As long
as the group had to work with him, the results were creative: but faced
with a choice, the group found it easier to continue minus the person
who forced them to confront conflicting views and integrate them."^ 7 In
this manner, rebels and crises are similar in that they force members of
a group or society to expand their thinking in ways that they would not
do normally. To actually appreciate and implement diversity (i.e., al-
ternatives) is an enriching but difficult practice.
Another positive function served by crises and conflicts is its
role in the process of socialization. As the "Survey of Literature"
chapter indicated, elements of discord are necessary to the process and
structure of group formation. In observing alternative school growth,
one can see how both positive and negative forces help shape and build
the internal relationships. As part of this socialization process, crises
may contribute to the generation of such necessary factors as: group
boundaries, group binding, group preservation, in-group cohesion, internal
group structure, creation of associations and coalitions.
Because crises play such an important role in the development of
an organization, they present an unusual opportunity to observe the nature
of that organization. Crises provide an almost ideal moment to diagnose
an organization since much of what goes on in the normal course of organ-
izational life occurs at an almost imperceptible level except for those
^Robert L. Kahn and Elsie Boulding (eds.). Power and Confl ict in
Organizations . New York: Basic Books, Inc., 1964, p. 19.
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with the most sophisticated skills and the time to apply them. In a
crises, issues and other significant factors that lie beneath the surface
of an organization will erupt into view. With these items so discernible,
an organization could use the crisis to better understand itself. One
way this can be accomplished is through the use of a third party contracted
to observe the organization when it is undergoing a crisis as a mirroring
device to provide somewhat objective feedback. If the organization wishes
to be more systematic about its diagnosis during crises, it could design
a management information system. This system could provide important in-
formation to decision-makers and researchers. To the investigator's know-
ledge, this approach has not been widely applied in the field of education
and, thus, there is sparse knowledge on the process of crises.
As was discussed earlier in this section, the matter of alterna-
tive school "death" is both intriguing and significant. It is an intrigu-
ing subject because regular schools seldom face this possibility and when
they do, it is more for reasons of economy rather than for reasons of per-
formance. The termination of a school as a real possibility creates, in
the investigator's opinion, a different organizational climate and char-
acter than what one would encounter in regular schools. Among the ques-
tions that might be investigated in this area concern the manner in which
the possibility of organizational death manifests itself, and whether or
not termination should be incorporated into the life cycle of certain
regular schools.
The significance of the termination stage lies in Proposition
Eleven: "The termination stage causes a sense of urgency in the develop-
ment of the school and, thereby, 'enhances the meaningfulness of the
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school's experience in its search for greater substance and a better ap-
proach to education. Odd as it may seem, "death" or "termination" as
an imminent possibility and as symbolized in reoccurring crises could
help to impell and enrich the educational mission of a school.
The epigenetic model of alternative school development provides
another perspective where crises offer opportunities for improvement. At
each stage of development, alternative schools confront different crises
which must be managed satisfactorily or else the school will be beset by
a chronic problem. These stages of development and their corresponding
crises challenge the management and resources of the school to reflect
upon their current condition and arrive at new creative methods or direc-
tions.
Since at each stage of its development alternative schools can
experiment with or modify its organizational characteristic and direction,
there is a unique opportunity for the schools to select an appropriate or-
ganizational mode according to changing circumstances. Theoretically, the
U.S. government and its constitution operates upon this somewhat radical
approach. Periodically, for instance, the people of the United States
vote on whether or not to change the character and direction of their
government by electing their President and Congress.
Turning new to the meaning of crisis management for alternative
school administrators, one of the principal factors to consider is that
any given strategy may assume the quality of a double-edged sword that
can cut to one's disfavor as well as one's favor. A strategy taken dur-
ing a crisis may seem correct in resolving a particular problem; however,
that same decision may haunt an administrator at a later date. For example,
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some administrators attempt to deal with certain problems by being inde-
pendently decisive and initiating problem-solving actions. This leader-
ship approach to problems is often viewed as autocratic. On the other
hand, if those same administrators assume more of a reactive, consensus-
seeking approach, they may likely be seen as avoiding their leadership
responsibilities.
One of the serious consequences of crises is the "burnout" of
crisis managers. When alternative schools are loosely organized and lack
conflict management protocols, then administrators invariably become crisis
managers. If these conditions persist, then crises will eventually burnout
the administrators and leave the schools in a worse position to cope with
crises and the managers themselves will become precipitators of crises.
"Burnout" is also partly a function of role confusion. Of the
alternative school directors that the investigator interviewed and ob-
served, many seemed to be unclear about the specific nature of their roles.
This is not altogether surprising since the school systems themselves are
unclear about the organizational role of alternative schools in relation-
ship to the school system. If one were to construct a two-dimensional
diagram with a vertical scale representing role structure (low to high)
and the horizontal scale representing role variety (low to high), the dif-
ference between alternative school directors and regular school principals
would probably become clearer. Although purely speculative at this point,
one would guess that the regular school principal would be located near
the upper left hand corner of the diagram which exemplifies a high-struc-
tured role with low variety; while the alternative school director would
be located in the lower right hand corner of the diagram which exemplifies
a low-structured role with high variety.
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In the matter of role identity, alternative school directors are
confronted with three dimensions of consideration: professional, organ-
izational and personal. They must formulate their role in part from
their professional judgement of what is best for educational change.
Also, they must consider the best interests of the local school district
concurrently with the alternative school in formulating their organiza-
tional role. Finally, their own personal life role, which takes into
consideration the desires and needs of their family, plays no small part
in the matter of role identity. This latter dimension is especially im-
portant because if alternative school directors do not see their future
with alternative schools but rather as a stepping stone for broader or
other forms of professional advancement,- then the probability of burnout
may increase since the commitment to the school is marginal. This is
based on the assumption that individuals who have a personal commitment,
in addition to professional commitment, to alternative schools will have
a greater tolerance for the problems of developing an alternative school
when conditions become severe.
A systems perspective offers one way of viewing alternative
school concerns and their ultimate effect on their administrators. The
relationship between the regular school system and the alternative school
subsystem poses a dilemma for administrators: should they assume a safer
posture and be guaranteed institutional security or should they assume a
more adventurous posture and hazard the loss of that guarantee. Stated
another way, how does an alternative school, whose aim is to effect a
change in the school district, become efficient as an agent of change,
avoid being perceived as a threat, and still have its own safety guaran-
teed?
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From an epigenetic or developmental perspective, alternative
school administrators, when their own personal and career stage of devel-
opment is not synchronized with the organizational stage of development
of alternative schools, can be a precipitous crisis element. If an al-
ternative school director who is skilled at stage one, or "creation", is
placed in charge of a school that is at stage four, "settling in", then
it would not be unusual to expect an internal crisis to result.
One aspect of administrative behavior that appears common to al-
ternative schools involves the advancement of teachers to administrators.
Because teachers are frequently not trained in the skills required of ad-
ministrators, such as that of organizational planning, they tend to rely
on classroom management techniques which served them well as teachers but
are inadequate for the role of an administrator of an innovative organiza-
tion. Teachers do not tend to think in terms of long range planning and
short range planning, organizational strengths and weaknesses, using or-
ganizational feedback to make decisions on the nature of the organization
and its direction, developing an effective management hierarchy, and the
formulation of strategies. When these items are used, it is for an in-
structional purpose between teacher and student rather than for organiza-
tional planning as a necessary means of moving disparate members toward
a selected common goal. In other words, knowledge dissemination and skill
improvement is the task of most teachers, rather then the planning and
collective achievement function which involves a broader range of organ-
izational skills.
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Recommendations for Research and Action
As a result of this formulative investigation, several analytical
models have emerged that can provide important and useful information to
those researchers and practitioners who are interested in educational
change from a conflict and crisis point of view. However, further research
is required for the purpose of in-depth exploration of the salient aspects
of this subject.
To begin with, it is recommended that the propositions offered in
this study be used as focal points for further research. They can be more
precisely worded as hypotheses for serious and rigorous testing and exam-
ination.
These propositions can be considered from at least three basic
analytical frameworks: social technical system, social system structure,
and epigenetic or developmental model. Socialtechnical system analytical
models as provided by Joe Litterer and Eric Trist will illuminate how the
social and technical aspects of systems combine to produce certain results
and how these elements are affected by crises. Social system structure
analytical models as devised by Robert Chin and as adapted in this study
to alternative schools, will portray the interacting elements of a school
and, thus, make clearer for practitioners and researchers alike where
crises are most likely to occur and what components of a system are most
likely to be affected. The epigenetic or developmental model, as invented
through the efforts of this study, will indicate the typical forms of
crises that will probably occur at each stage of a school's growth. Hence,
with this information, practitioners can plan for expected problems and
opportunities that lie ahead.
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From this preliminary investigation, one of the most exciting
discoveries was the usefulness of the epigenetic or developmental model.
It is heartily recommended by the investigator that this particular an-
alytic framework be applied in more research designs having to do with
organizational innovations. It is believed that this framework will prove
to be a valuable tool in helping practitioners in their efforts at problem-
solving. They can, through the application of this framework, identify
others who are at their particular stage, develop the skills and resources
necessary to manage their problems, and finally gain a developmental sense
of where they have been, v/here they presently are, and what they are likely
to encounter in the future.
Applying the epigenetic model to alternative schools also helped
elucidate the positive and useful purpose that the termination stage serves.
Therefore, it is recommended that research be specifically conducted on the
effects of terminating schools. Because schools seem to have an almost
eternal life, it is possible that they lose much of their meaningfulness
and utility. Experiments might be established to create a number of schools
simultaneously in districts with some schools predestined to end and others
planned as a regular school with an indefinite life span.
Another area deserving greater attention and understanding con-
cerns the relationship between alternative schools and regular school sys-
tems. The implications of this issue exceeds even the relative importance
of comprehending the innovation process in an educational setting. Due to
the fact that alternative schools conceptually represent a minority issue
as well as a pluralistic approach, their attempt to survive provides an
analogue to the problem America as a nation faces with its numerous
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minority groups (in the broad sense of this term). Moreover, because al-
ternative schools reflect diverse educational philosophies which are often
sharply divergent from long-standing American tradition, the changing na-
ture of the relationship between alternative schools and regular schools
may signal how this country will attempt to resolve conflicting political
ideologies, such as the issue of socialism vs. capitalism, in its educa-
tional sector. Hence, research might try to assess whether alternative
schools are spreading nationwide and also throughout school systems, and
whether the presence of alternative schools in districts have created
ideological crises by precipitating serious questions about the nature of
education.
Since it has been made explicit in this study that there is very
little information on the dialectical process of educational change and
since a considerable amount of research and empirical evidence suggests
that educational change often results from a crisis of one sort or another,
it is recommended that research be conducted to develop knowledge on the
nature of that process. For instance, how does the dialectical process
of change occur between a school system and its environment and within
the school system? What are the levers of altering the process and its
outcomes? What analytical models can be developed to help one perceive
the dialectical process more clearly?
Finally, it is recommended that members of newly innovating organ-
izations, who are interested in crisis management training, be instructed
in: understanding organizational change theory, negotiation and arbitra-
tion techniques, diagnostic approaches, and local judicial procedures.
While these skills may not remedy- the problems of educational change.
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they should provide those who engage in such endeavors with the tools and
confidence to confront the issues more directly and perhaps more wisely.
Ultimately, the development of crisis management knowledge and
practices should allow those who are involved in educational change to
move from a reactive, problem-oriented posture to a proactive, problem-
seeking posture. It is the discovery of problems on one's own initiative
that essentially characterizes the best of human creativity and thinking.
The following statement probably is as true for researchers and practi-
tioners of change as it is for physical scientists for whose benefit it
was originally stated:
The formulation of a problem is often more essential than its solu-
tion. ... To raise new questions, new problems, to regard old
problems from a new angle, requires creative imagination and marks
real advances. .
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ITEM 1
The Environmental-Organizational Segment*
EXCHANGE WITH ENVIRONMENT
This diagram illustrates an organization as part of its social
environment. It is based on the belief that the viability of an organ-
ization is firmly rooted in the relationships that it maintains with
its environment. Iri order to survive crises an organization must main-
tain the internal mechanisms necessary for coping with change. The
three dimensions (External Constraints* Exchange with Environment, and
Survival Capacity) do not include an exhaustive list of the possible re-
lationships between an organization and its environment. They do, how-
ever, try to account for the most critical problems involved in those
relationships.
*Ralph M. Stogdill. "Dimensions of Organizational Theory," in
Organizational Design and Research
,
edited by James D. Thompson.
Pittsburgh, Pennsylvania: University of Pittsburgh Press, 1S66, p. 42.
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ITEM 2
Description of Alternative Schools
Involved in This Study
BERKELEY COLLEGE PREPARATORY
BERKELEY HIGH SCHOOL CAMPUS
2246 MILVIA STREET
BERKELEY, CALIFORNIA 94704
415-644-6756
?«
d
ShJ»‘
12- •
0«
3
-
yearS
-l
d
- •
•
J
00 ’200 st“dents.
. . 75% Black,25% W ite.
. . 96/. inner city.
. . 1 full-time, 8 part-time staff
*
‘
:
referral
, interview selection process.
. . state or federalfunding.
. . housed in school system building with other proqrams,
taci n ties.
CAMBRIDGE PILOT SCHOOL
1700 CAMBRIDGE AVENUE
CAMBRIDGE, MASSACHUSETTS 02138
617-491-4344
CONTACT: RAY SHURTLEFF
grades 9-12.
. . more than 5 years old. . . 100-200 students.
. .
71% White, 26% Black.
. . 100% urban. . . 11 paid staff.
. . strati
fied random lottery selection process.
. . housed in school system
building withother programs. . . emphasis on cultural diversity.
.
all involved in decision-making.
. . wide variety of learning exper
iences. . . advisory groups meet weekly to discuss school policy
and program, personal and group concerns.
CINNAMINSON ALTERNATIVE SCHOOL
POMONA ROAD
CINNAMINSON, NEW JERSEY 08077
609-829-7600
CONTACT: LEE OPERPARLEITER
grades 10-12. . . 2 years old. . . 100-200 students. . . 98% White
. . . 100% suburban. . . 8 full-time, 8 part-time staff. . . open
lottery selection process. .
.
public system funding supplemented
by state or federal money. . . housed in school building by itself.
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CITY
675 MASSACHUSETTS AVENUE
CAMBRIDGE, MASSACHUSETTS 02139
617-867-0478
CONTACT: ERMA BALLANTINE
kindergarten-grade 5. . . 3 years old.
. . 180 students 99%White.
. . 00% rural.
. . 9 paid staff.
. . lottery with 'quotas
with
Pr
°!;
eS
w' •• n -°“ sed 1n schot>1 system Gilding (one wing)other school facilities, programs.
. . emphasized individual-izea approach.
. . strong parent support and participation.
FRANKLIN ALTERNATIVE SCHOOL
1150 VIRGINIA STREET
BERKELEY, CALIFORNIA 94702
415-524-7545
CONTACT: MR. MIZUHARA.
grades 4-6.
. . 4 years old. . . more than 500 students.
. . 42%
White, 39% Black. . . 100% inner-city.
. . 42 paid staff, 12 aides,
12 specialists.
.
.
public system funds supplemented by state or
federal money.
. . housed in school system building with other school
programs, facilities.
GENESIS-BERKELEY HIGH SCHOOL
2246 MILVIA
BERKELEY, CALIFORNIA
415-644-6120
CONTACT: FRANCES HUNTER
grades 10-12.
. . 4 years old. . . 50-100 students. . . 66% White,
26% Black. . . 60% urban, 40% suburban. . . 7 1/2 paid staff. . .
all who apply are admitted, up to 250 students. .
.
public system
funds supplemented by federal money. . . housed in Berkeley High
School with other school programs. . . wide variety in curriculum,
many student initiated courses.
JOAN OF ARC MINI SCHOOL
164 WEST 97TH STREET
NEW YORK, NEW YORK • 11023
212-749-0291 (MAIN SCHOOL)
CONTACT: HARRIET GOLDERG
grade 9. . . 3 years old. . . 50-100 students. . . 46% Spanish sur-
name, 46% Black. . . 100% inner city. . . 7 paid staff, 2 aides. . .
all who apply are admitted. . . public system funds supplemented by
private funding agencies. . . housed in. leased storefront and also
in 3 classrooms within the parent school.
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KILIMANJARO
2355 HEARST
BERKELEY, CALIFORNIA 94709
CONTACT: CARLOTTA CAMPBELL
kindergartcn-gradc 6. . . 50 students.
..11/2
1 1/2 classified staff plus instructional aides,
pus (former church) with limited structure.
certified staff,
. . off-site cam-
PASADENA ALTERNATIVE SCHOOL
PASADENA UNIFIED SCHOOL DISTRICT
330 SOUTH OAK KNOLL
PASADENA, CALIFORNIA 91101
213-793-6173
CONTACT: GRETA PRUITT
^*
d
.
e
,[
garten 'grade 12 ‘ • • 3 years old.
. . 200-500 students.
45% White, 35% Black, 14% Spanish surname.
. . 50% urban, 50% sub-
urban.
. . 11 paid staff, 6 aides.
. . lottery with quotas selection
process.
. . housed on one floor of central administration building(tducation Center).
.
.
public funds supplemented by money from the
University of Massachusetts.
. . emphasis on cultural and socio-
economic diversity.
. . off-campus learning experiences and cross-
age curriculum.
NATIONAL SURVEY
of
PUBLIC ALTERNATIVE SCHOOLS
1973-1974
survey questionnaire
The National Alternative Schools Program at the University
of Massachusetts is conducting an intensive nationwide
survey of public alternative schools. One of the data col-
lection instruments being used is the survey questionnaire.
The purpose o. this instrument is to develop a comprehensive
picture of the alternative school. All information collected
is confidential. We appreciate your cooperation in filling
out this questionnaire.
sLC
'
1 c )
GENERAL DIRECTIONS: To facilitate both the compilation and
analysis of questionnaire data NASP has designed a multiple
choice, short answer format. There are three types of
questions
:
1. (circle one/circle all choices which apply)
For these questions circle only the
appropriate number(s).
2. (please specify) For these questions please
enter the appropriate number, percentage, or
short phrase clearly in the space provided.
3. grids-- For these questions mark the
appropriate cells in the grid with a check.
We feel the information generated by the
grids will justify the time spent in
completing them.
Please remember that this questionnaire is designed to get
information about how the school is and not how you would
like to see it.
Thank you very much again for your time.
BACKGROUND
1
. Name of School
:
2. Address:
3
- Clty : 4. State and Zip:
5.
How many hours a day is the school building open for students’(circle one)
1. less than 4 hours
2. between 4 and 6 hours
3. more than 6 hours
DEVELOPMENTof the PROGRAM
6.
How many years has the school been admitting students? (circle one)
1 . 1 year or less
2. between 1 and 3 years
3. more than 3 and less than 5 years
4. 5 years or more
7.
From what group(s) did the majoa. impetus for the school come?
(circle all choices which apply)
1. school district staff
2. teachers
3. students
4. parents
5. community members
6. university personnel
7. educational consultants
8. school board members
8 . Who was involved in the initial planning of ahe school? (circle all
choices which apply)
1. school district personnel
2. teachers
3. students
4. parents
5. community members
6. university personnel
7. educational consultants
8. school board members
29. How much time was involved in the initial
specify) planning phase? (please
weeks
10 . How much money was spent in the initial
released time for personnel, consultants
(please specify)
planning phase, including
, materi als
, etc.
?
dol 1 ars
PHILOSOPHY & GENERAL CHARACTERISTICS
11. Do you have a written statement of your school's program coals?(circle one) s
1
• yes
2. no
(if yes, would you please send us a copy)
12. In what ways do you feel you are mo6t from the other
scnools in your district? (circle up to three choices)
1. curriculum
2. provide learning experiences for minority groups
3. decision-making processes
4. interaction of students arid teachers
5. method of grading
6. use of non-certified personnel
7. physical environment
8. interaction between school and parents
9. interaction between school and community
10. emphasis on affective goals
11. other (please specify)
13.
What experiences does your school undertake to develop a sense of
community? (circle all choices which apply)
1. we do not plan specific activities for this purpose
2. support groups
3. general meetings
4. field trips
5. plan, cook, and eat meals together
6. scheduled special events
7. other (please specify)
314.
(circle c^cer:hlKp
r"
y )
UPPOrt ^ CUHUrdl 1deW
'• no specific ways
2. courses
3. counseling
4. ethnic makeup of staff
5. other (please specify)
In what ways does your program support cultural pluralism? (circle
all choices which apply) v I i
1
. no speci f i c ways
2. courses
3. counseling
4. ethnic makeup of staff
5. other (please specify)
STUDENT INFORMATION
16. What is your 1973-1974 student enrollment? (circle one)
1 . 50 or less
2. 51-100
3. 101-200
4. 201-500
5. 501 or more
17. What was your 1972-1973 student enrollment? (circle one)
1 . 50 or less
2. 51-100
3. 101-200
4. 201-5G0
5. 501 or more
18. What was your 1971-1972 student enrollment? (circle one)
1 . 50 or less
2. 51-100
3. 101-200
4. 201-500
5. 501 or more
19. What is the percentage of female students enrolled in the school?
(please specify)
4^ 20
' Percentage of the students in your school come from thefollowing areas? (please specify an approximate percentage)
urban, inner city %
urban
suburban
rural
/ What is the makeup of the student population? (please specify
an approximate percentage)
Asian
Black
Indi an
Spanish surname
Whi te
%
%
22 . What is the makeup of the school age population in the
district? (please specify an approximate percentage)
Asian
Black
%
Indi an
Spanish surname
White %
'/ 23. Which grade levels (as traditionally defined) are included in
your school? (circle all choices which apply)
1 . 1 9. 9
2. 2 10. 10
3. 00 11. 11
4. 4 12. 12
5. 5 13. pre-ki ndergarten
6. 6 14. kindergarten
7. 7 15. beyond 12
8 . 8
24. What is the age range of your student population? (please
to
s25. What is the avojiage. daily absentee rate? (circle one)
1. 5 percent or less
2. 6-10 percent
3. 11-20 percent
4. 21-40 percent
5. 41 percent or more
26. What is the approximate percent of students who drop out of your
program each year? (circle one)
1
. 5 percent or 1 ess
2. 6-10 percent
3. 11-20 percent
4. 21 percent or more
27. Where do students go when they drop out of your program? (please
specify an approximate percent)
to other schools within the public system %
to private schools %
move out of the district %
to work %
other (please specify) %
28. Where do students go when they finish your program? (please
specify an approximate percent)
to college
to other schools in the district %
to private schools %
to jobs based on training
received in school %
to other jobs %
to the armed forces %
other (please specify) %
6STUDENT RECRUITMENT & ADMISSIONS
29. Which of the following methods are used in recruiting students
for your school? (circle all choices which apply)
1. publicize openings in district schools
2. advertising in media
3. hold parent meetings
4. invite prospective students and parents to school
5. visit classromms in district schools
6. mailings to homes
7. other (please specify)
30. How many students applied for admission for the 1973-1974 school year?
(please specify)
students
31. How many student openings were there for the 1973-1974 school year?
(please specify)
openi ngs
32. What is the selection process for students? (circle all choices
which apply)
1. all who apply are admitted
2. lottery with quotas
3. open lottery
4. referral
5. reviewed application
6. interview
7. other (please specify)
33. What must the student present to your school to be considered
for admission? (circle all choices which apply)
1. no specific requirements
2. parent signature
3. letter of recommendation
4. application form
5. school referral form or letter
6. permission of previous school
7. other (please specify)
34. Do you use specific criteria for refusing admission? (circle one)
1 .
2 .
yes
no
735.
Who makes the decisions on student admission at your school’ (circle
all choices which apply)
'
1. no decision-- lottery
2. director
3. teachers
4. students
5. committee for specific purpose
6. parents or community members
7. guidance personnel in the system
8. other (please specify)
_____
STAFF
36.
What is the number of paid staff at your school? (please specify
number)
di rector(s)
admi nistrators
other than director
supervising teachers
teachers
counselors
aides
secretaries
custodians
37.
What is the education and experience level of the paid professional
staff (administrators, teachers, couselors, aides) at your school?
(please specify approximate percent)
no college degree %
at least B. A. or B. S. %
at least M. A. or M. Ed. ji
at least Ph. D. or Ed. D.
state certification *
of
odistrict tenure
837. cont.
previous alternative school
experi ence
previous public school
experience
work experience outside of
education
38. What is the makeup of the paid professional
specify an approximate percent)
Asian
staff?
%
%
%
(please
%
Black
%
Indian
Spanish surname
Wh i te
/ 39. What experience has the director had prior to taking thisposition? (circle all choices which apply)
1. have no director
2. teaching
3. administration
4. beginning another educatonal project
5. evaluating another educational project
6. educational consulting
7. work experience outside education
8. administrative experience outside education
STAFF RECRUITMENT & SELECTION
40. What is the avusiage. number of applications received for each
staff opening? (circle one)
1 . f> or less
2. 6 to 10
3. 11 to 20
4. 21 or more
941. Who is involved in the selection process for professional staff
at your school? (circle all choices which apply)
1. school district staff
2. alternative school administration
3. professional staff
4. students
5. parents
6. community members
42. Who makes the final decision in the selection of professional staff
at your school? (circle all choices which apply)
1. school district staff
2. alternative school administration
3. professional staff
4. students
5. parents
6. community members
STAFF ROLES & DEVELOPMENT
J 43. How is the director's role different from the administrator's role
in other district schools? (please check all boxes in the grid which
apply)
more same less
teaching and counseling
informal interaction with students
involvement in research
developing curriculum
publishing
involvement in social reform
(school as a way of meeting
the needs of the disen-
franchised)
involvement in administrative duties
involvement in teacher training
involvement in insuring the survival
of the school
involvement in program planning
and evaluation
involvement in student discipline
10
44. How is the teacher's
district schools? (pi
teaching and counseling
more same less
informal interaction with students
involvement in research
developing curriculum
publishing
involvement in social reform
involvement in administrative duties
involvement in teacher training
involvement in insuring the survival
of the school
involvement in program planning
and evaluation
involvement in student discipline
45. What is the average, working week for the paid professional staff''’
(circle one)
1
.
30-40 hours
2. 41-50 hours
3. 51-6G hours
4. 51 or more hours
46. What is the percent of professional staff turnover each year? (circle one)
1
. 20 'percent or less
2. 21-40 percent
3. 41-60 percent
4. 61-80 percent
5. 81 percent or more
47. How would you characterize ycur in-service training program? (circle all
choices which apply)
1. nave no program and see no need for one
2. have no program but would like one
3. program is run by an external consultant
4. program is run by district personnel
5. program is run by certified staff for student teachers
6. program is run by staff for itself
7. other (please specify)
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48. What content areas are covered in your in-service training program?(circle all choices which apply)
1. language arts/communication skills
2. vocational skills
3. mathematics
4. science
5. sex
6. drugs
7. i nterpersonal relations
8. curriculum development
9. have no in-service training program
49. What content areas of the in-service training program are in most need
of improvement? (ci rcle all choices which apply)
1 . language arts/commurii cation ski 11s
2. vocational skills
3. mathematics
4. science
5. sex
6. drugs
7. interpersonal relations
8. curriculum development
9. have no in-service training program
50. How many hours per week does the professional staff devote to staff
meetings? (circle one)
1 . 1 hour or less
2. between 1 and 3 hours
3. more than 3 and less than 6 hours
4. 6 hours or more
INTERNS & VOLUNTEERS
51. What is the number of interns/student teachers at your school? (please specify)
interns/student teachers
52. Is the use of interns/student teachers and volunteers critical for the
survival of the school? (circle one)
1
.
yes
2. no
53. In which activities do interns/student teachers participate? (circie all
choices which apply)
1. assisting teachers in a classroom
2. teaching classes
3. running tutorials
4. counsel i ng
5. administrative work
6. clerical work
7. curriculum planning
a wnrkinn with rnmrnunifv vnl I'ntppre;
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54. How many comnunity volunteers spend time in the school? (please specify)
volunteers
55
’ percent)
the makeUP °f ^ volunteers? <Please specify an approximate
Asian
Black 7 • %
Indian *
Spanish surname
White %
56. How are your volunteers recruited? (circle all choices which apply)
1* students solicit the learning resource they need
2. staff members are responsible for certain areas
3. certain staff members have the major responsibility
4. parents recruit volunteers
5. advertising in media
6. other (please specify)
57. In which activities do volunteers participate? (circle all choices which
apply)
1. assisting teachers in a classroom
2. teaching classes
3. running tutorials
4. counseling
5. administrative work
6. clerical work
7. curriculum planning
8. working with interns/student teachers
9. maintenance and repair
DECISION-MAKING
58. For what stated purposes does the school have Aegulcot 5 meetcngi?
(circle all choices which apply)
1. staff does not meet regularly
2. to maintain a sense of staff unity
3. for in-service training
4. to discuss progress of students
5. to form school policy
6. to plan curriculum
7. to evaluate program
8. other (please specify)
13
/ 59 . Which people are
indicated areas?
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BUDGET
In what range is the annual per
(circle one)
1
.
$800 or less
2. $801 - $ 1 000
3. $1001
-$1200
4. $ 1 20 1 -$1 400
In what range is the annual per
(circle one)
1. $800 or less
2. $801
-$1000
3. $ 1 001 -$1 200
4. $1201
-$1400
pupil expenditure at your school?
5. $1401
-$1600
6. $1 601
-$1 800
7. $1801
-$2000
8. $2001 or more
pupil expenditure in your district?
5. $1401
-$1600
6. $1601
-$1800
7. $ 1 80 1
-
$2000
8. $2001 or more
What are the sources of your fundi nq?
apply)
1. public school system
2. private funding agencies
3.. community
4. state or federal funding
(circle all choices which
How is your budget allocated? (circle one)
1. as a separate school v.ithin the district
2. as a separate department within the school
3. from different departments within a school
4. other (please specify)
What is the percentage of your curriculum budget that you spend for
the following areas? (please specify an approximate percent')
ethnic studies %
learning experiences outside
school building <7/U
career education
affective education %
basic ski 1 Is (reading, writing,
and computation) %
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program evaluation
66 . Who is involved in the evaluation process
all choices which apply)
in your school?
we have no regular program evaluation
we use outside evaluators
we use personnel within the school community
(circle
67. Which of
pn.OQn.am
the following methods of evaluation do you use for
zvaluvUon? (circle ail choices which apply)
1. pre and post tests of student performance
2. standardized achievement tests
3 . school designed achievement tests
4. standardized attitude/personality measures
5. school designed att'i tude/personal i ty measures
6. interviews
7 . observation techniques
8. document collection (articles, memos, examples of student work, etc.)
none of these ( no evaluation done)
STUDEN I EVALUATION
68. Which of the following methods b&>t describes what you do in
evaluating students? (circle one)
1. normative (student's performance judged against that
of other students)
2. cri teri on-referenced (student's performance judged
against specific negotiated or prescribed educational
objectives)
3. anecdotal (narrative assessment of student progress)
4. other (please specify)
69. Who participates in student evaluation? (circle all choices which
apply)
1 . the student
2. peers
3. teacher(s)
4. advi sor
5. director
6. parents
7. other (please specify)
17
70.
In what form(s) is student evaluation data reported 7 (circle all
choices which apply)
1. student or parent selects own form
2. standard school system report form
3. alternative school designed report form
4. descriptive written analysis
5. checklist of criteria
6. marks
7. parent conferences
8. student conferences
9. other (please specify)
STAFF EVALUATION & IMPROVEMENT
71. What procedures do you use for professional staff evaluation?
(circle all choices which apply)
1 . we have no procedures
2. student feedback
3. competency-based listing of teacher effectiveness
4. staff meetings devoted to peer feedback
5. school system rating form
6. observation by dept head, principal, or district staff
7. outside evaluators
8. assessment against individually negotiated goals
9. standing committee
10. other (please specify)
72. What are the stated purposes of these procedures? (circle all
choices which apply)
1 . we have no procedures
2. teaching improvement and growth
3. tenure decisions
4. firing
5. merit pay increase
6. promotion
7. to fulfill state requirements
18
CURRICULUM
73. Which of the fcl
i n your school
?
lowing Achzduled experiences are available
(circle all choices which apply)
to students
I
. apprenticeships
v-2. work- study
3. independent study of regular course work
4. concentrated independent study to allow for specialization
o. cross-age tutoring
6. problem, issue oriented learning
7. open classroom environment
8. all school projects
9. learning or skill centers
10. classes in another school building
II. classes in local colleges
M2. learning experiences in the community
13. guest lecturers
14. support groups
15. group projects (collaborative learning)
16. overnight field trips
17. student exchange programs
!8. athletic activities
74. Which of the following curriculum areas do you mph.cnlz 2, in your
school? (circle all choices which apply)
1. interdisciplinary studies
2. institutional racism
3. institutional sexism
4. basic skills (reading writing, and computation)
5. career or vocational education
6. cross-cultural studies
7. college preparatory courses
8. consumer education (food economics, home economics, etc.)
9. environmental studies
10. ethnic studies
11. human relations
12. social-political issues
13. outdoor education
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75. Please fill out the following grid which
curriculum, (please check all the boxes
characterizes your school's
in the grid which apply)
(if available, please enclose a copy of your schedule
or course catalogue)
Scheduled experiences
offered in this area
•
School district or
(
state
<
requirement
School requirement
tfeed curriculum
naterials in this
area
Use commercial curr.
materials in this
•
Brea
generate curriculum
materials in this
area
reaching in this area
lone O'dtiJ by profes-
sional staff
erne teaching is this
re a done by
olunteers
ome teaching in this
irea done by students
fame courses in this
:rea ab.il j ty grouped
fatne courses in this
rea age grouped
1
language
arts
reading
w
CJ
rH
*->
Ci
g
0)
.c:
*->
to
e
social
sciences
]
natural
sciences
second
language
1
ins
truction
aesthetics vocational
education
physical
education
human
relations
j
ethnic
studies
j
environmental
studies
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76
'
course
S
orstud
J
v“
r for determining a student's
i st y, (circle all choices which apply)
1« student
2. peers
3. teacher(s)
4. advisor
5. director .
6. parent
77. Does the school mpha&lze a student's having an overallfor integrating the different learning
(circle one)
method
experiences he/she has?
1
.
yes
2. no
78. In light of your curriculum, in which of the following domains
of learning do you place majoti emphasis? (circle up to three
choices)
1. moral (social responsibility, judgement)
2. perception (sensory awareness)
3. cognitive (formal thinking, logic, content)
4. volition (will to action)
5. spiritual
6.
. aesthetic (development of individual talent)
7. affective (emotional needs and feelings)
8. psychomotor (physical development and coordination)
79. For which of the following learning styles is your curriculum
designed? (circle all choices which apply)
1.
.
we do not take these learning styles into consideration
2. dependent learning st3'le (high direction and supervision
need)
3. interdependent learning style (high affiliation and
collaboration needs)
4. independent learning style (high self-direction and
autonomy needs)
80
Which of the following teaching styles are used in your school?
(please specify an app-wxAmcite. percent)
lecture %
present problems %
to solve
question %
facilitate %
be a passive resource
participate in
discussions
provide feedback
0/
fO
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PHYSICAL ENVIRONMENT
SI. Which facilities exist at your school? (circle all choices which apply)
large meeting room
large open classroom
bathrooms
custodial space
administrative office
dark room
quiet room
playground
playing field
non-specific classroom
other (please specify)
1 . 1 ibrary 15.
2. gymnasi urn 16.
3. cafeteria 17.
4. media lab 18.
5 . music room 19.
6 . science lab 20.
7. art room 21.
8. language lab 22.
9. reading clinic 23.
10. wood shop 24.
11. consumer education
center
25.
12. teacher lounge
13. student lounge
14. office space for
teachers
82. Which of the following pieces o.f equipment ;chool
?
1
.
film making equipment 13. typewri ters
2. fi lm projectors 14. adding machines
3. cassette recorders 15. computer terminal
4. video-tape 16. reading machines
5. overhead projector 17 . stove
6. screens 18 . refri gerator
7 . slide projectors 19. pi ano
8. record players 20. ether musical instruments
9. headphones 21. playground equipment
10. televi sion 22. athletic equipment
11. potter's wheel 23. other (please specify)
12. ki In
83. Which of the following describe your school situation? (circle all choices
which apply)
1. the school is in a leased building with other non-school programs
2. the school is in a leased building by itself
3. the school is in a school system building with other school
system facilities
4. the school is in a school system building with other programs
( school -wi thi n- a- school
)
5. the school is in a school building by itself
6. the building meets state regulations
7. members of the school have been permitted to decorate building
22
/ 84 .
/ 85.
OPTIONAL
What do you feel are your school's greatest strengths?
/
In what areas do you feel your school needs improvement?
36, What do you feel are your school's greatest needs?

204
DIRECTOR INTERVIEW
1 .
2 .
3.
Do you enjoy working here? Why?
Can you tell me a little bit about how your school got started?
portl ve°of
S
your
P
schooi
7°" aSe"CieS
’ °UtSide the SCh°o1 are most
Why?
sup-
How do you know?
Least supportive of your school?
Why?
How do you know?
4. Has the major purpose or the existence of the school ever been in
danger?
Why?
What happened?
5. What have been the most successful things your school has done to
build good relations within the community? Give some examples.
Least successful? Give some example.
6. Is your school seen as being controversial?
Why?
By whom?
7. How do you find out what community resources are available to your
school
?
How do you use these resources?
Are you satisfied or dissatisfied with this process?
8. What major social issues is the school dealing with?
To what extent? (for each issue)
Are you satisfied or dissatisfied with the process? (for each issue
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9. What is the process you have for designing curriculum?
Who decides what the learning experiences will be?
10
'
afavour <:rhnni ?
]
r?
Ve bee" the m
?
st successful learning experiencest youi school? Give some examples.
Why?
11 • Is th
?re a systematic process at your school for helping students
organize and make sense of their various learning experiences?
What is it?
How successful has it been?
12. What kinds of students (different learning styles, economic back-
grounds, race, cultures, etc.) tend to do well here?
Why?
What kinds of students tend to have difficulty?
Why?
13. Are there groups of people in this school that don't get along with
each other or disagree with each other on certain issues?
How do you know?
14. Are there any crises which have happened as a result of people or
groups of people not getting along within the school?
What happened?
15. What have been the most successful things the school has done to help
people get along with each other? Give some examples.
16. Generally, how are decisions made at this school?
17. Are there areas of decision-making in which you would like to see
more people included?
What are they? (describe each one)
Are you satisfied or dissatisfied with the part you play in the pro-
cess? (for each area)
Are there areas of decision-making in which you would like to limit
participation?
18.
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What are they? (describe each one)
Are you satisfied or dissatisfied with
cess? (for each area)
the part you play in the pro-
19. Who are the people with the most influence in your school?
2
°*
r^
lnk everyone has a clear understanding of the major ruleshere? Give some examples.
21 .
22 .
If someone breaks one of these rules, what happens?
I've asked you some questions about specific aspects of your proqram.
In your opinion, what are the important aspects of your program that
we haven t talked about in this interview?
23.
Is there anything you would like to add to what you have already
said for any of the questions?
24. How do you feel about the survey we are conducting?
25. Do you know of any other alternative schools in this area that we
may not be aware of? (show interviewee master list)
26. Are there any questions you would like to ask me?
ITEM 4
Personal Interview Formats
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DIRECTOR'S INTERVIEW OUTLINE
Profile Data
1
. Name
:
a. Age:
b. Ethnicity:
c. Economic Class:
2. School:
a. Address:
b. Region:
c. Urban Suburban
d. Stage of development: birth childhood
maturity old age
youth
Pre-Directorship Data
1. Pre-professional career alternatives.
a. What were your early (college) occupational choices?
b. Did you train or practice in this field?
2. Professional choice.
a. When did you first consider becoming an educational adminis-
trator? Why?
3. Professional specialty.
a. When did you first consider becoming an alternative school
director?
b. What were your early images of work as an alternative school
director?
c. What brought you here?
d. What did you know of this alternative school in advance?
e. What were your expectations about the work you would be do-
ing?
f. What claims did you make?
4. Alternative school.
a. What did you know in advance of the treatment of this school?
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b.
c.
d.
What did you know in advance of the school
philosophy? s operational
Did you have any knowledge of the limitations of the school
requirements for the work you would be doing?
Why did you start this school?
5.
6 .
Alternative school teamwork.
a. What were your first impressions of your professional col-leagues on all levels of the alternative school?
b. What were your first impressions of the students?
Early ideology.
a. What were your early thoughts about education?
b. What was your assessment of the ability of education to affect
the lives of students and their problems?
c. What was your approach to educational change:
1) Change will be best achieved through a systematic process.
2) Change can only be accomplished through power.
3) Change will come faster if you can show people an example
of how good things can be.
4) Change is best effected by challenging the system.
d. How would you rate your early ideas in comparison with your
professional colleagues in the district on a scale from one
to seven, one being very practical and seven being very
ideal istic?
e. How would you rate your early professional practices in com-
parison with your colleagues in the district on a scale from
one to seven, one being very practical and seven being very
ideal istic?
7. Professional training.
a. What are the schools you have attended?
b. What were the in-service trainings that you have received?
c. What experiences best prepared you for your current position?
Cu rrent Data
1. Professional role.
a. As a director, what do you do here?
b. Are you clear about your role?
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c.
d.
e.
f.
g.
h.
i
.
j.
2. Personal role.
a. If you were to step outside yourself for a moment, how would
you describe yourself?
3. Alternative school.
a. What sort, of place is this to do your job?
b. What are the school's expectation of you?
c. What does the school say it stands for?
d. Make believe this school is a person.
. . Describe this per-
son to me.
e. Do you think this school is distinct from other regular schools?
f. What is it about your alternative school that makes it worth-
while to you?
4. Regular school system.
a. What sort of place is the regular school system?
b. What are their expectations of you?
c. Make believe that the regular school system is a person. . .
Describe this person to me.
5. Community.
a. What type of community is this for an alternative school?
b. What do they think of your school?
6. Teamwork--al ternative school.
a. Who do you turn to for support when problems come up?
vourow^rh™n
ers (r?9ulark
sch°ol district and members ofyour own school) are clear about your role?
If you were going to hire someone for the directorshin ofthis school, what kind of person v/ould you hire?
How do you find out how you are doing?
What are two or three things you like about your work?
What are the two or three things you dislike about your work?
What is the main challenge of this job?
Why are you doing it?
How far are you willing to risk your position for the purpose
of achieving the aims of your school?
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b
' SUPP0rt you in bei "9 the kind of professional
7. Crises.
a. Types of crises.
1) What are the three most difficult types of crises that
you have faced?
2) Which parties are involved in each of those crises?
3) How would you rate the manageability of the crises that
you have faced on a scale from one to seven (one being
highly unmanageable and seven being highly manageable)?
4) How would you rate the intensity of the crises that you
have faced on a scale from one to seven (one being very
low intensity and seven being very high intensity)?
b. Where crises occur.
1
On the chart. "Systems Perspective of an Alternative
School" which relationships are involved in the above
three most difficult types of crises.
c. How and why crises occur.
1) Can you identify any pattern or phases in the development
of those crises?
2) What were the reasons for those crises?
d. Protocols of crisis management.
1) How do you manage internal crises?
2) How do you manage alternative school --regular school dis-
trict crises?
3) How did you manage those preceding most difficult crises?
4) What school structures normally deal with conflict and
crises?
5) If there was a serious problem between the alternative
school and the school district, how much consideration
do you think the school district would show you?
6) What outside groups do you pay most attention to?
7) With whom and how do you communicate during a crises?
8) How are decisions made during crises?
9) What is your level of comfort in dealing with crises?
10)
How would you rate your professional practices in compar-
ison with your colleagues in the district on a scale from
one to seven (one being very practical and seven being
very idealistic)?
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ID
12 )
13)
14)
5ou
ri
saV5ourse?“
ntS °f CrlSeS> yOU describe how
helped decl
did ^ ™ke decisio" s? Who
In dealing with crises, did you rely upon any of thefollowing: constitution, legislative body, judicial
system, or third party mediator/advisor?
Rate the tactic in terms of the percent that
each in dealing with those crises:
you used
a) power
b) rational
c) educational
15) Rate the mode in percentages that you used in dealinq
with the crisis:
a) structural (legislative or judicial)
b) personal (loyalty or conversation)
16) Would the use of third parties (mediators, advisors, etc.)
appeal to you furing a crisis?
17) How would you deal with a group of dissident students who
were creating a crisis because they were dissatisfied
with your leadership and the direction of the school?
18) Have you noticed that crises tend to heighten your power?
e. Consequences.
1) What have been the advantages and disadvantages of those
three most difficult crises for the alternative school?
2) What about for the district?
8. Ideology.
a. What are your current views of education?
b. Do you see alternative schools affecting the learning of stu-
dents in ways that you think are important? How about in
basic skills?
c. Do you see alternative schools as having a positive effect on
the students in terms of the issues of race, class and sexism?
d. How would you rate your ideas on education in comparison with
your professional colleagues in the district on a scale from
one to seven (one being very practical in thinking and seven
being very idealistic in thinking)?
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e
*
!!
h
nLr? a ,few c haracteristics that y°u think distinguishesa good leader-director of an alternative school?
f. Judging fr°m alternative school directors that you know, what
o you think of their ability to use power in dealing withthose under them and above them?
g- Do you think decisions in a crisis situation
according to your ideals or to the political
circumstances?
ought to be made
and practical
/
Future Projected Data
1 . Career—profession— idealogy— schools.
a. Where do you see yourself professionally in the next several
years?
b. What do you predict will be the future of the alternative
school directorship profession?
c. What is your prediction of alternative schools in ten years?
d. Can you make some recommendation on how to improve crisis
management for administrators of alternative schools?
e. In making long range plans for this school, what do vou think
would be the most important things about the school that you
would have to keep in mind?
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SCHOOL TYPE
(Some Characteristic Elements)
Traditional School :
1. It is the typical, most common type of school.
2. Students are judged by traditional expectations of background
and other qualities which provides the basis for preparing them
for a world that is or was instead of the world that might be.
For example, upper income students are tracked into academic
programs while low income and minority students are tracked in-
to vocational and low academic achievement programs.
3. School is organized for " efficiency 11 as one of its main priori-
ties, e.g., to teach students the curricula in the quickest,
most expansive and least costly v/ay as though students were items
on a production line.
Real Alternative School :
1. A school that is quite different from the traditional schools in
the district.
2. It is preparing students for a world that might be instead of
the world that has been and still exists. Students are educated
for new and ideal roles and activities.
3. School is organized more for " effective education " rather "effi-
cient education."
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7. e. 3. Please rate the scale on how you have seen your school during
the different stages of its development. Use Roman numerals
for each stage of development.
I. Creation or Birth
II. Start-up or Childhood
III. Beginning to Settle-in or Youth
IV. Well
-Settled and Institutionalized or Maturity
V. Very Routine and Tired or Old Age
VI. Death
Example:
1
i
Traditional
School
V 2
L.
IV 3 III 4 .
j j
5 II 16 7
J 1 i
Real Alternative
School
Your School
:
1
1
2
1
3
i
4
i
5
l
6 7
Traditional
School
Real Alternative
School
COMMENTS
:
What
are
the
three
most
difficult
types
of
crises
that
you
have
faced?
Prioritize
the
crises
according
to
their
intensity
and
identify
at
what
stage
they
occured
and
between
which
groups.
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ITEM 5
NASP Staff Questionaire on Directors
Name
t\!
Questions
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
On Thursday, February 14th, it was suggested that the staff's perceptions, experi-
ences, and observations of alternative school directors be gathered together for a
more thorough study of alternative school directors' leadership dimensions.
The Questions below are related to your perceptions of the administrators of alter-
native schools you visited. Please use the grid above to answer each question..
Consider only those schools for which you feel you had the opportunity to acquire a
fairly accurate picutre. Where possible, simply record the letter (a, b, c,...)
that answers the question for each school.
If you will return this form to- Jean immediately, all of the data can be compiled
and put on a grid for staff discussion at a future Thursday debriefing session.
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1. The school can be considered as:
A.
B.
C.
Major Urban-Inner City (e.g.
Middle Urban-Suburban (e.g.,
» New York, Los Angeles)
Seattle, Pasadena, Berkeley)
2. The school is located in:
A. East
B. Midwest
C. South
D. West
3
’
the
t
stage°of-
he Mfe CyCle frame ° f reference
’ the school was in
A. Birth
B. Childhood
C. Adolescence
D. Maturity
E. Old Age
4.
What level of administrative experience did the administrators
seem to have?
A. High
B. Medium
C. Low
5.
Of the administrators that you surveyed, what was the general
age range?
A. 20-25
B. 25-30
C. 30-35
D. 35-40
E. 40-40+
6.
How did they become administrators?
A. By school district appointment
B. By alternative school consensus
C. By parent-community selection
D. Other:
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7. Why did they become administrators in alternative schools?
8. How did you see them functioning?
A. As a symbol
B. As a problem-solver or decision-maker
C. As an advisor
D. As an initiator
9. their leadership style most like? Rate from 1to 9 (high). List coordinates for each school.
(low)
A. Relationship oriented
B. Task oriented
10. What was their conflict management style most like?
A. Smoothing
B. Confronting
C. Avoiding
D. Forcing
11. What was their administrative decision-making style most like?
A. Autocrat
B. Benevolent autocrat
C. Laissez-faire
D. Democrat
,
12. Rate the following elements of leadership growth from 1 (low)
to 9 (high).
A. Insight into self
B. Personal security
C. Diagnostic ability
D. Tools and skills of administration
E. Flexibility in role relationship
F. Ability to learn
13. What elements in their environment were they most sensitive to?
Which group do you think the alternative school administrator
feels most accountable to?
14.
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A. School Board
B. . Students, staff
C. Parents
D. Community
E. Other:
15.
A. Teaching excellence
B. Problem-sol ving/dec is ion-making
C. Facilitating group activities
D. Personality (charisma)
E. Hard worker
F. Political "know how"
G. Other:
16. What attitudes does the director inspire in the school?
A. Trust
B. Respect
C. Fear
D. Other:
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List of Persons Interviewed
Hussain Adeith, Assistant to the Director, Harlem Prep,
Harlem, New York.
Dwight Allen, Dean, School of Education, University
Massachusetts.
Robert Chin, Professor, Director of Social Psychology Department,
Boston University.
Harriet Goldberg, Co-director, Joan of Arc Mini School,
Brooklyn, New York.
Skipper Griffin, Assistant to the Director, CITY, Cambridge,
Massachusetts.
Hannah Hess, Co-director, Jo'an of Arc Mini School, Brooklyn,
New York.
Lee Oberparleiter
,
Director, Cinnaminsen Alternative School,
Cinnaminsen, New Jersey.
Ray Shurtleff, Director, Cambridge Pilot School, Cambridge,
Massachusetts.
Robert Singleton, Director, Educational Finance Project,
Pepperdine University, Los Angeles, California.
Bob Suzuki, Assistant Dean, School of Education, University
of Massachusetts.
ITEM 7
Selected Sections of the
Crisis Management Handbook
CRISIS MANAGEMENT
HANDBOOK
training
Prepared by
.
Larry Kubota with the assistance of
Scott Bristol and Mary Jane Cleare,
Crisis Management Training Program Members
Edited by Sharon Roberts
National Alternative Schools Program
School of Education
University of Massachusetts
Dr. Robert A. Mackin, Director
a program of:
U.S. Office of Education
Bureau of Education
Personnel Development
Advisors
:
Dr. [Xvight Allen, Dean
School of Education
University of Massachusetts
Dr. Robert Chin, Director
Social Psychology Program
Boston University
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SECTION IV: THREE ALTERNATIVE SCHOOLS TRAINING PROGRAMS
Introduction:
Three Approaches to Crisis Management Training
A. Berkeley
B. Omnibus
C. Pasadena
I
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Introduction
:
Three Approaches to Crisis Management Training
Offered in this section are three different examples of crisis
management training for alternative schools. The examples are derived
from real rather than theoretical situations which existed in the
Berkeley School System, Omnibus Alternative School, and Pasadena Alterna-
tive School.
Each of the training attempts involved a team from NASP working with
members of the different schools to develop an internal team which ulti-
mately would deal with conflicts and crises as they occurred and would
also train other members in their schools to perceive the beginnings of
crises and to develop preventive measures. Each training design evolved
from the unique circumstances of the particular school. For example,
Pasadena Alternative School was in the process of doubling in size which
required a strategy that focused on making the "transition." The Berkeley
Alternative Schools, on the other hand, required a training strategy con-
cerned with team building and the handling of intergroup conflicts.
Hopefully, these examples will provide trainers and practitioners
with some additional insights into crisis management procedures. We
think that it is primarily important to establish a collaborative "net-
work" between the schools and secondarily important to develop "internal
training groups" whose responsibilities would lie in the anticipation and
management of crises.
I
Section IV, A: Berkeley
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Berkel ey
Berkeley's Experimental ^hools Program is made up of twenty-threederally funded alternatives, many of which are very different from eachother because of an attempt to create a variety of environments that
offer something to everyone regardless of age or background. However,
a o the alternatives have in common several basic characteristics-
small size (ranging from 50 to 600), power distribution which includes
Parents and students, and student involved in such strategic roles as
teachers and advisors.
(
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NOTES TO JAY MANLEY AND ROBERT SINGLETON FOR TRAINING
A CRISIS MANAGEMENT TEAM IN BERKELEY
The following pages are some notes to Mr. Jay Manley, Training
Director of Experimental Schools Project at Berkeley, California and Dr.
Robert Singleton, Director of Urban Educational Reform Project at
Pepperdine College. These notes were abbreviated from a series of conver-
sations held with both gentlemen and were used to help establish the
foundation for a crisis management training program for four of Berkeley's
alternative schools.
Included within this section are, first, "Goals for Training the
Crisis Management Team," which describes the aims of this program for a
peri od of one year. Second, "Mediation Role of the Crisis Management
Team," which gives a mediator's approach to a crisis and offers some
guidelines for our own training program. Third, "Training Strategy,"
which illustrates the alteration of training between Robert Singleton,
Experimental Schools Program (ESP) and the National Alternative Schools
Program. Fifth, we have listed an "Inventory of Skills" that should be
conveyed during the training sessions. Finally, there is a "Mediation
Model of a Crisis" illustrated for the purpose of developing a common
understanding of the dynamics of crisis and, together with the "Mediator's
Role in Crisis Management," for presenting a procedure for dealing with
crises. Together these notes form an abstract of the nature and direc-
tion of one approach to crisis management, which uses a network of
schools and a method of mediation for the problem of intergroup crises.
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Goals for Training the Crisis ManaaPnifnt Tcam
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II.
IV. The teams will be trained in
mediation, ‘role negotiation,
problem solving.
the following skills: goal setting,
confrontation, social structuring, and
Mediation Role of the Crisis Management Team
PHASE I? The first step is to identify "the problem(s)." There
should be a recognition of who the actors are in the conflict and what
their goals are. Without these clear identifications, the negotiation
process becomes much more complex and difficult.
PMSE II: Once the arena has been established, the mediator should
get each party to understand the major points of contention. Then, he
should try to get the parties to empathize with the opposite viewpoint.
PHASE III: In this phase, the mediator should try to identify the
relationship between problem and solution. While analyzing the conflict
in that relationship for the differing points of view, he should include
a study of commonality and the possible existence of outside enemies,
and finally, he should analyze the total situation from a position of
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omnicience.
PHASE IV: Now, a reinterpretation of the problem(s) by the mediator
could be the very key to a settlement. The mediator should reinterpret
the problem(s) according to what both parties will realistically agree
upon. The reinterpretation of the problem should not rely only on practi
cality. In the judgement of the mediator, the settlement should be just
9s wel 1 as reasonable or practical.
PHASE V: The terms of settlement are specified and agreed upon. A
social contract is made.
Training Strategy
The training strategy will begin with an emphasis on solving the
real problems of team members and on providing them with the skills to
continue this effort on their own. As the training program develops and
takes its cues from the problems disclosed by the members, a broader
training sequence (described below) will be embodied in the program,
thereby making it more specifically relevant and coherent.
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Sequence of Activities » leading to
1. Diagnosis
2 . Team building emphasizing:
collaboration and
communication skills as
they relate to specific
problems
3. Training:
diagnosis .of crisis
problem solving
mediation and arbitration
goal setting and planning
role negotiation
dynamics of intergroup
confl ict
4. Implementation
5. Assessment
> Goals
Crisis
Management
Team
and
Improved
Social
Structural
Procedures
All of the above will occur simultaneously in varying degrees, but
the foregoing sequence will provide a thematic focus.
Training will focus on the interface between crisis management
skills and social structural procedures of the schools (e.g., decision
making).
Crisis Management Skills Social Structural
Procedures
diagnosis
problem solving decision making
mediation and arbitration « > roles
goal setting and planning tasks
role negotiation information flow
dynamics of intergroup judicial proce-
conflict dure
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Training Schedule For 1973 And 1974
October 15 -
16 -
November
VO
CO 1
December 6 -
7 -
February 7 -
8 -
March 14 -
15 -
Apri 1 25 -
26 -
Diagnosis: site visitations
Diagnosis: site visitations
NASP and Singleton
Team bui lding: emphasizing collaborative probl
Solving and communication
Singleton and ESP
Training with focus on identified problems
Training with focus on identified problems
NASP, Singleton, and ESP
Training
Training
Singleton and ESP
Training
Training
NASP, Singleton, and ESP
Training
Assessment and Recommendation
em
Inventory Of Skills
NASP
Goals and planning
Communication
Problem solving
Decision making
Role definition and negotiation
Team building
Diagnosis
Confrontation
Bob Singleton
Mediation
Arbitration
Negotiation
Bargaining
Initiating and keeping open contact between factions
Helping parties anticipate the consequences of their
own anticipated actions
Arranging pace, timing, packages, trade-offs in the
negotiating process
Goal formulation
Problem identification
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A MEDIATION MODEL OF A CRISIS
•
Underlying Causes
Soci al -Personal
- Economi c- Pol i ti cal
V / V V J> \ > \ >
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SCHEDULE OUTLINE
I. Data collection and team bui 1 ding-~peer group.
II. Data sharing and team buil ding--intergroup.
III. Negotiating future plans.
SCHEDULE*
Tuesday Data Collection and Homogenous Team Building
8:00-12:0.0 Student Peer Group (6-8 people)
1:00-5:00 Parent Peer Group (6-8 people)
(Evening meeting if more feasible)
Wednesday
8:00-12:00 Staff Peer Group (6-8 people)
1:00- 5:00 Administrative Peer Group
Thursday
8 : 00 - 12:00
1:00- 3:00
Intergroup
Intergroup data sharing and team building
Future
Negotiations
* The order of the peer group meetings suggested (student, parent,
staff, administrators) is not crucial.
MATERIALS NECESSARY
News Print
Magic Markers
Hopefully, we would like to get all the data collection out to all
the peer groups before the intergroup meeting Thursday. Therefore, a
typist and miineo material will also be helpful.
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August 15, 1973
Jay Manley
Central Offices of the ESP
1720 Oregon Street
Berkeley, California
Dear Jay:
thP ^
n,St
:
af Ve t6am {6 ‘8) - Team building will coincide'wnh
°
^^eJir.i® co^ *5 wouid
to Dale Lake's 1 i*
USi
?
3 3 dl3gnostic interview similar
arouD aidinn in ,„h^
d h ° 3cts as a process consultant to theg p g whatever way we can the development of team build-ing among members. During the initial group discussions he en-
other^in
1
thp
VldUa ^ S 1° Spea
u
their opinions and t0 listen to
oc+ki-
1
?
e 9roup who my have differing views. He attempt toestablish a norm that the group does not have to reach a coLn
agreement on issues, but rather may use the upcoming intergroup
meeting as an opportunity to test out differing interpretations
spectives
^ m™ lnformation from People wh° have different per-
... T
h
f.
i nt prgroup meeting will then be held and the data will be
officially shared by all. The role of the consultant at thispoint is not necessarily the resolution of conflict but the promo-tion o, intergroup recognition of areas of existing or potential
coni net. Hopefully, communication procedures and possible teamsfor working on such problems will have bee started. Also, we
would like to set aside time on the final day to negotiate the
nature of UMass's future involvement with the various peer qroups
or with the intergroup.
See you Monday.
Sincerely,
SB/nrh
Larry Kubota
Scott Bristol
Section IV, B: Omnibus
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OMNIBUS
Omnibus Alternative School is located in Woods Hole, Massachusetts.
It has been open since September, 1972, and has an enrollment of
twenty one to thirty students. The school is sponsored by RETOCOM
Projects, Inc., a non-profit organization operating in Bourne, Massachu-
setts. However, both the Falmouth Schools Committee and the University
of Massachusetts help to support participating teachers and students.
The school programs are designed to meet the immediate needs of alienated
students as well as the long range needs of schools and communities.
Most of the students enrolled are white and from low income environments.
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TENTATIVE PROPOSAL FOR IN-SERVICE TRAINING PROGRAM
OMNIBUS ALTERNATIVE SCHOOL
We
members ^?
e
+ J
he
r
i ?“ Service Pro 9ram for Omnibus
or the Falmouth School District as
Alternative School and
being in. three phases:
for
Phase I: Intragroup
(Omnibus staff)
Phase II:
Phase III:
Intergroup
(Omnibus staff,
Masters program,
high school teachers, participants in
possibly district personnel)
Crisis and Conflict Management Team
(Two representatives each from the above-named areas)
Phase I
on persona p- fn!^^ Pr° 9ran with particular emphasis
!,
tyles for deal mg.wUh conflict and on the means for usinqthose styles in a group situation. Through the use of role plavinq
persSnal
d
feedba'f th"
Ulatl'° nS
’ faT™ 1 and 9roup P>"Ocessi ng, ancMnter-
”kinsteLt proceed°effectively? the PerS ° Pal a " d
Phase II
Of necessity, this phase would have to be negotiated with all thoseinvolved. However, I see the possibility for three or four weekend
* sessions (possibly more) planned with the following directives in mind:
- Exploring differences, respecting differences, working
toward techniques for both integrating and utilizing
these differences.
- Trust building and team building.
* Work in effective communication, problem solving, and
decision making.
- Goal and value clarification.
Phase III
This would be a training program which could run concurrently with
Phase II. Its purpose would be to develop a team of people from both the
local area and the system who would have expertise in diagnostic and
crisis intervention skills. The advantages of an on-site team are that
the need for an outside consultant is greatly reduced or eliminated; a
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team of people who have potential access to all relevant data u th„
successful when it intervenes iTlocarcris^s
1™"06 ° f bel " 9 accepted and
tlal crises:
inClUdin3 the followin 9 as a "s* of possible areas of poten-
- School governance (structure of authority).
- Personal styles of staff members for dealing interpersonal ly
- Strategies of decision making.
'W^un ny.
- Problem-solving techniques.
- Curriculum planning.
- Amount of student involvement in decision makinq, etc
- Goal perceptions of staff members.
the
S
schoo?°
alS ° f Staff and students vs - educational goals of
Methods of dealing as a team and individually with the high
school ; the district personnel; the community.
pvpr
are not nec
^
ssa
u
rJ^ Potential problem areas for Omnibus; how-e e , they are areas which have caused much concern in many other alter-
Aicn
Ve
+h
Ch°° S
’ K
nd
Tu
See them as dlstrict possibilities for exploration,lso, there may be other areas not mentioned here which seem more immi-
nent or relevant from your closer perspective
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Report on Phase I Workshop
Omnibus Alternative School
Falmouth, Massachusetts
Submitted by Jany Cleare
.
Problems which David Rockwood
beginning of the workshop as being
» Director, had mentioned
of primary concern:
prior to the
1 . Interns were resisting surfacing possible
conti ict issues among themselves.
interpersonal
2. Power/authority issues were not being dealt with openly.
3
'
facially
-
' treated.
Learnln9 SUPP° rt TeamS had been suP ei"
I°!J
dnd 1 arrived with a fairly structured three-day desiqn which
when confronted
e
wi?l^ ?T S?- aimed at identifying individual behaviorsn Uh frustration and possible conflict situations- also
atl0n P rimaril y made up of local alternative school data
dav wac +
Z1
h
9
a
P°we r/authori ty, conflict resolution model. The third
school a ^d to firdf
d t0 id
^
tif
" 1n 9 Potential conflict issues within the
riJli
F 1 nding possible ways of deal with them. We also wanted todeal with .hose crises that originated in the outside community.
II
The f^st day's program went as planned in the original desiqnHowever, when Tom and I met with David and Jean Carmel that evening', we
solely
^ ^ ° f the deSiS " a "d t0 be3i " deal1 "9
We began Wednesday morning with a power and influence sculpture.
Ihis proved very effective and from it a number of personal issues beqan
to surface. Trie major issue which emerged had to do directly with
David s power as Director of Omnibus. Also a number of relationship
issues among interns began to surface.
.
afternoon, we began to deal directly with negotiations among
interns tor Learning Support learns, setting up a structure whereby they
would deal with at least two other people before coming to a final
decision. There was much honesty, confrontation, and open discussions in
these negotiations.
Thursday morning was spent doing an affective (relationships) sculp-
ture. Thursday afternoon was given over to final negotiations between
members of two teams who had been exploring some doubts about their
ability to work successfully together. These negotiations were pursued
in a total group setting.
Our overall evaluation of the workshop was that it was quite success-
ful. Many issues were not resolved, especially those centered around
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Section II, C: Pasadena
Pasadena Alternative School opened in 1972. There werp inn
black"
9!?" age from 4-17. The alternative school is 47% white 15%, 12/o Mexican American, and 4% Asian American. Accordinn’tnoarc of Education guidelines, the school receives $625 per puoil
j
^
-ernjer of 1973, the school's enrollment doubled, and the foPowina
was^oTqaniL^JrheL^n
6
^
th
? p1T ing and lining wSrkshop^ha?s organized to help in preparing for the expansion.
243
RATIONALE FOR THE PASADENA PLANNING AND TRAINING WORKSHOP
As we see it, the aims of your workshop will be first, to acquaint
the staff members with each other; second, to plan and to begin operating
a design of an enlarged school within two weeks; and third, to train
staff members to function effectively with one another within the frame-
work of the new school design. In the following pages, we shall attempt
to describe a planning and training workshop nodel that will fulfill the
above tasks.
Our proposed model incorporates the three factors listed above. As
you can see in both the outline and the schedule, it begins with a format
that focuses on acquaintantship, which leads to training in skills for
functioning in an organization, and which, in turn, addresses the actual
planning of the school. Another way of looking at the model is to see
the first part as providing personal and interpersonal data necessary for
the design; the second part as establishing procedures in communication,
problem solving, and decision making for the facilitation of school
planning and operation; and the third and lengthiest as that which empha-
sizes the tasK of actually planning the school. From this viewpoint,
then, all the elements of the workshop are seen as essential components
of the planning process. Like the process of becoming a leader, training
is best when it occurs concurrent with a challenging task. The power
game is included to acquaint staff members with the dynamics of crisis
and with the flow of authority in alternative schools. We intend to
introduce a low risk game for surfacing issues relating to crisis and
authority and for perceiving how your staff members will respond in
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problem situations. This should provide all of us with valuable data
that will be helpful in structuring the school. Furthermore, it will
hopefully get the staff to see the importance under stress conditions of
cooperation and responsible interpersonal behavior..
\
Scott Bristol and myself will be happy to fly out to initiate the
workshop for at least the first week. Steve Gluckstern, who' will be in
Hawaii until that time, has offered to stop on his way back to help out
by taking care of phone calls, running errands, and generally by doing
things that will release you and us to fully participate without distrac-
tions. Scott Bristol was the Director of Bent Twig. He has experience
in the area of organizational development in addition to his considerable
experience with various facets of alternative schools.
Once the workshop enters the actual planning of the new school (after
the first three days), we recommend that you use Ken Anderson as a consul-
tant to coordinate these sessions. When working teams are operating and
have devised preliminary plans, you might also consider having other
resource people available either in gratis or as paid consultants to pro-
vide, technical assistance in such areas as curriculum development, cross
cultural courses, etc.
Where do we go from here? First, after you've examined this work-
shop proposal, please give us a call as soon as you can to let us know if
it is go or no go. Second, if it is go, we would appreciate your com-
ments, suggestions, any questions in order to modify the workshop model
so that it will be more appropriate for your purposes. Third, please
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send us the survey you recently took of the parents and their reactions
to the school objectives. Fourth, please begin establishing the basic
parameters of the new school
-the items on the outline should give you
some ideas of what to consider. Fifth, with a larger school and staff,
we suggest that you begin thinking of key permanent staff people whom you
can rely on as possible team leaders. Sixth, we, in the meantime, will
be refining our workshop ideas and later we will send' you some possible
school designs based upon the survey that you will have sent us.
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PASADENA TRAINING AND PLANNING WORKSHOP
Purpose:
1 .
2 .
Inn™
S
-
9r
\
a
?
enlarged school for three hundred students in whichapproximately one hundred and sixty will be new. .
To provide organizational developmental training that will:
a.
b.
c.
d.
assist in planning efforts
improve meeting procedures, e.g., decision makinq
assist in solving problems
assist in the management of crises expecially ones thatinvolve maintaining the cohesiveness and survival of the
school
.
Time:
1. August 27 to September 11
2. 9 a.m. to 4 p.m. each day
3. Evenings will be used later in the workshop if necessary.
Place:
1. Site of the new school ? or . . .
2. Cal Tech, USC, ?
Participants:
8 Pasadena teachers
4 UMass interns
5 Part-time staff
2. Parents
4 Students
*23 Total
Planning Process:
1. Establish basic parameters (Greta)
a. money and financing
b. academic credits
c. rules for staff and students
d. space utilization
e. testing
f. state, district, and Greta's requirements
g. organizational structure
h. organizational process
i. scheduling or time requirements - student and staff
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2 . Statement of the
goal
.
core mission
- get a simple statement of the school's
3. Fall semester demands
a. number of courses
b. excursions
c. other activities
d. resources
4
‘
the
1
desLn
f
foM
i
^
P
?h
am3terS
u
nd
,
Fail Se:nester demands resulting in
focal nnint^t I ^ T Sch °o1 ' This will identify the
ill inn
P
f ,•
tS
,^°
actlon
.
(or-.areas to organize around), e.g., sched-
• +
’
fl“ g
?
organizational development (student, staff com-munity and district relations), integrated day, etc.
5. Set objectives - short and long range.
6. Formulate strategies and plans for action.
7.
Organization of skills, resources, and structuring the school.
8
'
itfefflctivenels!
65 evaluation method w1th G^ta for maintain! ng
SCHEDULE
August
27 I.
28 II.
29 III.
30 IV.
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purpose ot^2^ ntantS ^ if? ' interP e 'rsonal data sharing.o» kshop explained and agreement reached
the
e
new
d
school?
VideS interpersonal data *>r the design of
Communication and consultation skills for meetinqsBegin the planning process. 1) establish the basicparameters (givens),
September
1
2
3
4
5
6
7
8
9
10
11
FREE
FREE
2) state and agree upon the core mission of the school 3) iden-ify areas of demand for the Fall semester, 4) analysis of basicparameters and Fall semester demands resulting in the design foci
‘ s ‘hool. 5 set objectives for each focus withJse ar-ate groups, 6) formulate strategies and plans for action, 7)
organization of skills, resources and structuring
FREE
FREE
the school, 8) each unit negotiates an evaluation method to
maintain effectiveness. •
The above schedule is designed to provide a compressed session
in interpersonal relations that elicits diagnostic data which
can be used to design the new school. Training in communica-
tions, problem solving, crisis management, meeting coordination,
etc. will be offered concurrent with the planning of the
new school. The emphasis for this workshop will be the task
of planning and moving towards implementation*, everythina else
will resolve around and contribute to this central concern.
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PLANNING PROCESS DIAGRAM
SECTION V: CLINIC REPORT
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National Alternative Schools Program
School of Education
University of Massachusetts
Amherst, Massachusetts
ALTERNATIVE SCHOOLS CLINIC
on
PERSPECTIVES AND PROCEDURES
for.
CRISIS* MANAGEMENT
POST-CLINIC REPORT
January 17-20, 1974
•Prepared by
Larry M. Kubota
with the^assistance of-
-
Scott Bristol, Kerry Homstead, Sharon Roberts, Tom Sharkey, and Nancy Howes
i
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CLINIC CONSULTANT STAFF
Consul tant
Dwight Allen
Dean
School of Education
University of Massachusetts
Co-author: Teachers Handbook and Micro teaching
Staff
Mark Bringewatt
Industrial Relations
General Electric Corporation
Scott Bristol
NASP
Doctoral Student, Organizational Chanqe
University of Massachusetts
Robert Chin
Professor of Psychology
Director of Doctoral Program
Social Psychology and Personality
Boston University
Co-author: The Planning of Chanqe
Kerry Homstead
Co-coordinator of National Survey
of Alternative Schools
NASP •
Wayne Jennings
Di rector
St. Paul Open School
St. Paul, Minnesota
L.arry M. Kubota (Coordinator of Clinic)
Coordinator of Technical Assistance
NASP
Doctoral Student, Organizational Change
University of Massachusetts
Jerry Porter
Doctoral Student, Social Psychology
Boston University
Charlotte Ryan
Chairman
Board of Directors
New England Program in
Teacher Education
Leonard Smith
NASP
Doctoral Seudent, Humanistic
Education
University of Massachusetts
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INTRODUCTION
An educational response to the turmoil and crises of the 1960's was the
development of alternative schools. They became a vital attempt to meet the
fluctuating needs of our society through the creation of new modes of teach-
ing, learning, and living. Though alternative schools were founded basically
to alleviate those problems evident in the 1960's, they now have their own
crises to face, their own qrowth and metamorphoses to nurture.
Crises are inevitable. Often they reflect the inability of conventional
models, both theoretical and practical, to deal with a given situation. This
then, initiates the need for social retooling. Not only are crises inevi-
table, but they have become frequent occurrences shifting focus from one area
to another with only momentary lulls in between. In part, this can be
explained by viewing society as a social system that is becoming ever more
complex and interdependent in a milieu of rapid social, technological, and
structural change—a process that is essentially sporadic and unbalanced, and
out of which crises and conflict are bound to emerge.
Directors of alternative schools are in a unique position. They must
keep one eye on the alternative school, the other on the reoular system, and
then modulate the disparity between the two. A crisis in this setting may
initiate an opportunity for positive change, but it may also mean imminent
danger. With effective management and some luck, the crisis can become a
turning point eventuating in educational advances for the alternative school
itself and for the school district at large. On the other hand, a crisis
may encourane negative changes and ultimately disaster if, for instance, it
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results in the closing of an alternative school. With these concerns in
mind, the Clinic focused on the roles and practices of administrators as
they maneuvered their schools through the turbulence of educational change.
The Clinic was designed to achieve three aims: first, to provide an
environment in which administrators of alternative schools could mutually
examine their crises and the measures they have devised in response to them;
second, to provide additional perspectives and strategies for the management
of crises; and third; to provide traininq in selected skills for managing
crises. This document represents a post-clinic report summarizing the infer-
mation and conclusions that emerged from three days of work and discussion.
The Clinic, entitled "Alternative Schools Clinic on Perspectives and
Procedures for Internal Crisis Management," was held January 17-20, 1974, in
North Andover, Massachusetts. There were 37 participants representing 12
states. Massachusetts, Pennsylvania, Illinois, Minnesota, Arizona, New York,
Ohio, Connecticut, Washington, New Jersey, Indiana, and Michigan. Ten of
the group were staff members of the National Alternative Schools Proqram for
this project, while the rest of the participants came from 25 alternative
schools and one regional alternative school coordinating agency.
Included within this report are a synopsis of selected events that took
place, (e.g., lectures, clinic sessions and skill sessions), evaluations, a
conclusion, and a profile list of the participants and the skills they are
willing to share. Not included within this report are presentations by
Charlotte Ryan and Wayne Jennings and notes from many of the skill sessions.
To those who are interested in those activities and to those who made presen-
tations, we apologize for not having taped the events to provide suitable
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notes for publication.
We hope this report will provide those who attended the Clinic with
further information on alternative school crises and that it will assist in
the management of crises. Finally, we hope that the Clinic and this report
will encourage collaborative ventures and closer association among all of
us.
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ALTERNATIVE SCHOOLS CLINIC FOR INTERNAL CRISIS MANAGEMENT SCHEDULE
Thursday— January. 1 7
'
4:00- 5:00 Registration
5:00- 6:00 Social hour with refreshments
6:00- 7:00 Dinner
7:00- 7:30 Introduction to the aims of the Clinic and the schedul
7:30- 8:30 "Living questionnaire" to identify major concerns
8:30-10:00 Division of participatns into three Clinic groups
Friday— January. 18
8:00- 9:00 Breakfast
9:00-10:00
10:00-11:30
Summary of Thursday evening and brief lecture on the "life
cycle of alternative schools and their crises"
Clinic Session I: Identified participants' crises and loca-
ted those crises in the life cycle of alternative schools
11:30-12:30 Report-out
12:30- 1:30 Lunch
1:30- 2:30
2:30- 5:00
6:00- 7:00
Charlotte Ryan spoke on her experiences with educational change
as related to community issues.
Clinic Session II: Continuation of identifyinq the partici-
pants' crises
Dinner
7:00-10:00 Skill Training Session I: Intergroup confrontation, role
negotiation, force field analysis, collaborative problem-
solving and leadership styles
258
8 : 00 - 9:00
9 : 00- 10:30
10 : 30 - 12:30
12 : 30 - 1:30
1 : 30 - 2:00
2 : 00 - 4:00
4 : 00- 6:00
6 : 00- 7:00
Saturday— January, 19
Breakfast
Skill Training Session II: Continuation of Skill TraininqSession I y
Dwight Allen spoke on types of crises and strategies for
managing them
Lunch
Clinic community meeting
Free .time
Wayne Jennings spoke on career development and alternative
school crises
Dinner
Skill Training Session III (optional): team buildinq, trans-
ference of Clinic experience to alternative schools, problem-
solving/Black issues
Sunday-- January
,
20
8 : 00 - 9:00
9 : 00- 9:20
9 : 20- 10:00
10 : 00- 10:30
10 : 30 - 11:30
11 : 30 - 12:30
Breakfast
Recap and overview by Bob Chin
Brainstorm participants' problems
NASP follow-up: Letter of attendance, materials and written
evaluation
Final session included a Quaker type of meeting where one
commented on any aspect of the Clinic without having to
defend it, and a quick survey of reactions
Lunch
I
JSKILL SESSIONS
Saturday Night Skill Sessions
I. Team building: Mark Bringewatt and Larry Kubota
II. Force field analysis: Jerry Porter
III. Problem-solving/Black issues: Len Smith
IV. Back home planning: Bob Chin
V. Conflict management modes: Len Smith
Inventory of Skill Sessions Offered Throughout the Clinic
1. Force field analysis
2. Conflict management modes
3. Performance appraisals
4. Team building
5. Basic diagnostic instruments
6. Consulting styles
7. Improving field educational experiences
8. Communication skills
9. Decision skills
10. Problem-solving/Black issues
11. Human relations
12. Life planning
Back home planning13 .
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ADMINISTRATORS' MOTIVES FOR ATTENDING THE CLINIC
•At the very beginning of the Clinic we asked the participants to fill
out a sheet giving answers to such questions as: (1) name, (2) school,
(3) personal goal, (4) why you came to the Clinic, and (5) skills that you
possess. Below are the four areas of learning that were synthesized from
Question 4 of the participants' data sheets. The order of each item does
not necessarily signify its level of priority for either the participants or
staff members.
Following are rationals for attendance:
I. For information exchange. To learn from an interchange
of problems and ideas on how various schools deal with
their crises.
II. To learn skills and techniques of crisis management.
III. To learn how to deal with interrelationship tensions be-
tween alternative schools and the regular school system.
IV. To learn how to develop an adaptive-cohesive school when
the different values of its members tend to create dis-
organization and sometimes chaos.
The above information was helpful to us in indicatinu the types of
events that the participants would find most useful. As a result, the Clinic
was structured into clinic groups for information exchange and problem
solving; skill sessions for the purposes of training techniques and
approaches of crisis management; and lectures for conveying cognitive maps
and theories.
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LECTURES
Crisis Mana gement Strategies for Directors
(Selected Notes from a Speech by Dean Dwight Allen)
1. One of my overriding concerns is what makes a crisis a
-crisis? Hew
• do you recognize it, and how do you deal with it? The reason that this is
more important than most people realize is that sometimes the way in which
you respond to a problem can make it a crisis. In other words, if someone
thinks a problem is a crisis, it can become one; but until someone thought
it was a crisis, it wasn't.
2. To elaborate, if one wants to think about crisis management, one
ought to start thinking about how an issue becomes internalized and dealt
with as a crisis and the question of the legitimacy of a crisis. For example,
there may or may not be a crisis about how you admit students to a school.
A school can have a terrible, fallacious and prejudicial admissions policy;
but if no one ever gets around to focusing on it, it is not a crisis. How-
ever, if someone suddenly raises the flag and insists that preferential
treatment is being given to some people concerning their admission to an
alternative school or to a university or whatever, and if other people climb
aboard and join in that issue, it becomes a crisis. This illustrates how
difficult it is to anticipate a crisis, because it is not the lousy admis-
sions procedure that leads you to anticipate the crisis but the combination
of genuine concerns, certain attitudes, and a desire for change that exists
in people who are together enough to create the crisis.
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3. I was told in the Fall of 1971 that there was a group of militant
black students and faculty who were going to create a crisis in the School
of Education. At that time it had not been decided what the crisis was
going to be other than there would be a crisis. Since-I had been told so
many other times with other matters that there would be a crisis, I did not
pay any attention to it. As it turned out, this was a mistake.- But, in
terms of crisis management, the details of the crisis are not as important as
the ract that there was a group of people who were in search of a crisis.
Now this is one of the ways in which crises are begun.
4. If you have an alternative school and there are people who are dis-
satisfied with the school and with what you are doing, you then have a group
of people who are built in to precipitate a crisis. And what this really
becomes is a chess game where you have to create a kind of matrix so that
when someone moves, it may be check but not checkmate. You should keep
enough options open so you have enough responses- available in order to deal
with the crisis.
5. The basic philosophy that I have had at the School of Education for
dealing with problems and challenges is to have really good people. Because
rather than spending time developing contingency plans for all the things
that might happen, it's much stronger to have competency in the resources
that you have available so that at the time you get into a real situation,
you can develop within that context the most powerful way to respond. By not
using a lot of your resources in developing contingency responses, you will
have more resources that you can throw into the problem when it becomes a
crisis.
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6.
One of the problems of crisis management is to sort out the issues.
In a crisis, it is sometimes the case that other groups will climb aboard on
an issue even though they are interested in another issue. These other
groups will manipulate the crisis, sometimes consciously and sometimes not
even knowing themselves what they are doing, for their own purposes rather
than helping to resolve the original issue.
7. One of the strategies in a crisis is that of calling a meeting. If
you want to find out^how much power you have, call a meeting at the same
time thau the other side is calling a meeting and see who shows up.
8. In our crises at the School of Education, the real thing that re-
solved it was summer vacation. America is probably the only country in the
world where revolutionaries go on vacations for the summer like anyone else.
9. One of the issues that we had to deal with was the gap between our
rhetoric and reality. Although our rhetoric was a "super democratic"
rhetoric, the reality was that the School members tended to make me a "first
among equals." In other words, they listened to me more than anyone else.
10.
An important crisis to be aware of is the crisis of externally im-
posed authority. There is a tendency among many alternative schools to do in
or confront the standard way of doing business. Sometimes involved is all
of the unwisdom of not knowing what it is that you want to do in. This is
one of the real problems of alternative schools. In the proce: of trying to
do in everything, one of the biggest crises here is a crisis of our own
mentality. It is a mental crisis in terms of people's self-image and their
sense of their own power. The way you deal with the crisis of external
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authority is not necessarily straight forward. It is not my intention to
fool anyone or to get away with anything or to skirt anything, but rather to
find a way of redefining the legalism to accommodate the substance of the
program instead of being defeated by it. One of the things schools have
been terribly unimaginative about is the way in which they allow themselves
to be defeated by legalism that they have not even examined. _
11 • 0ne of the thin 9S that precipitates and avoids crises is nomencla-
ture. We sometimes confuse the compromise of nomenclature with the compro-
mise of substance. I have seen alternative schools precipitate a crisis and
bring their identity into jeopardy because they insisted upon calling some-
thing a certain name that was offensive to a particular community. Everyone
has to decide for themselves 'where the boundary of nomenclature ends and
that of principle begins. But, I think it isTather foolish to jeopardize
legitimate educational ventures in the defense of nomenclature. Sometimes it
is even worse in the sense that we become so fooled by our own nomenclature
that we even believe it.
12. Schools that do not define their own legitimate limit will create
the potentials for crises that are very difficult to deal with. For example,
giving the impression of total freedom when, in fact, there are quite dis-
tinct boundaries to behavior in a school or community.
13. Another crisis is that which has to do with the misunderstood
notion of consistency. "Consistency is the hobgoblin of little minds, and
inconsistency will drive you up the wall, too." For example, you can make a
statement and the students will test that statement and the boundaries, and
they will find a hole, and then they will come back and use your own rule on
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you. We have become so legal istlcally oriented that the rules becor* strict
legalisms which
."do in" the merit of the case instead of being conceptual
gU1 des which are interpreted sensibly. I wou ld personally feel more comfor-
table if people tried to get a sense of things rather than honor the legal-
ism.
14. One of the biggest issues in crisis management is the extent to
which a leader is willing to take oersonal responsibility. Most, administra-
tors would like to find a precedent to refer to as a way of avoiding respon-
sibility rather than accepting responsibility for making a judgement on its
merit. Many crises can be avoided by accepting the responsibility to make a
judgement rather than by trying to find a precedent to retreat behind. This
does not mean that sometimes precedents are not very handy, because they are
and they are part of a total strategy. But, precedent setting and precedent
honoring should not become the only- strategy of leadership.
15. One of the worst crises and one of the most legitimate crises that
people can accuse the alternative school movement of, is that the alternative
school movement is not really in favor of alternatives. If there is anythina
tha i I can do personally to get this audience committed to alternative
schools instead of just ,;your alternative," I would like to qo on record as
thinking that that would be a good thing to do. And, furthermore, I think
that a true alternative position might be a handy position to take when a
crisis occurs. An alternative school is on pretty dangerous ground when it
is on record as favoring alternatives and on record, at the same time, as
opposing more conservative schools. So I would ask you to think through the
consequences of positions that you will be taking.
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One of the hallmarks of this society is its commitment to pluralism,
and we have defined certain broad limits within which it is legitimate to be
different. I think that those limits ought to be not just a theoretical
commitment but a real commitment. Anytime we start to do in someone else’s
diversity, we call into question our own diversity.
16.
In dealing with a group who is in search of a crisis, the strate-
gies are as varied as the situations. One way to get out o^ a potential
crisis is to convince the members of the group that they are not going to
win. If they can be convinced of their own impotence, regardless of the
reality of the situation, then the problem is solved. Obviously, one of the
ways to handle crises is to have the image of power. And, in fact, the
image of power is more important than power itself. When people think you
have power, you have more power than if you really had power.
17.
Another way is to find out why the group is in search of a crisis
and try to find a genuine accommodation. I am cynical enough to think that
this approach usually won't work because the real issue is not usually what
it is stated to be--it is often an excuse.
18.
The following are some hypo theti cals of how to deal with crises.
The philosophy of alternatives itself provides some strengths because it
means that one can accommodate a lot more variability than most programs.
With that variability, it becomes difficult to develop a common thread of
dissatisfaction around which one can organize.
Another way is to find means of using crises as opportunities for im-
provement and to go beyond what is simply a negotiated settlement. The
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presumption is that you should try to negotiate a settlement that causes as
little change as possible. This is not always necessarily the best settle-
ment. By offering more than what people expect to gain, they won't know how
to respond--this is a very powerful political maneuver..
Another way of accomodating is to have unexpected responses. By the
time people get organized to deal with you in one way, change yoGr approach
so that you are no. longer in that position.
Another way is to admit all of your weaknesses in advance. My strategy
in dealing with those above me is to make sure they know everything I know,
because then my own liabilities are minimized. At the present, the more con-
ventional strategy of leadership is to protect your flanks.
One other kind of strategy is government by commission. That is, when-
ever any kind of crisis occurs, appoint a commission to deal with it. This
is a non-action that appears as an action. If one wants to insure that
nothing will happen, make sure that the commission is as representative as
possible and they will cancel each other out. In this way, one can buy some
time. This is not a strategy that I ascribe to.
\
19. The thing that makes crisis management complicated is the double
edge quality of almost any leadership strategy. The strategy of the leader
maintaining the initiative can be an excuse for the leader to not involve
anyone else in important decisions or for the leader to become dictatorial or
autocratic in a negative way. Yet we have also covered the importance of the
leader in assuming more personal responsibility.
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Selected Summary Notes
(by Dr. Robert Chin)
K Wh3t WS haVe tr1ed t0 Provide <» an organizational framework for
the Clinic in dealing with the issues of crises and conflicts in alternative
schools. This was accomplished through a situational frame in which crises
occur; that is, by taking stages of development I through V and'exanining
the issues within that context.
2. In looking at the director of an alternative school, we note that
he or she is parallel but separate in position to the regular school system
principal. The director is connected to the Superintendent's Office as a
special program which sets it apart from the regular system. The conflicts
and crises that the director faces begin at a personal level. For example,
the crises may occur within the following relationships: director to self
and career line (role to personality); director to other directors (role to
role); and director to family (role to familial). All of these are endemic
to any professional career-minded person.
3. Some of the main issues which surfaced during the Clinic were (1)
how alternative schools could help each other-networking; (2) concern about
the university's relationship to alternative schools—assistance or "rip-
off
,
and (3) concern about the alternative schools' relationship to the
regular system.
4.
The alternative school's relationship to the reqular system seems
to be a particularly critical issue. What is involved is the credibility of
a subsystem to the regular system. Put another way, how does the alternative
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school get the School Board and regular system to make a permanent corrmit-
ment? My advice is not to examine this issue as a direct relationship
between the director and the School Board, but instead, it should be viewed
as a relationship between alternative school subsystem and school board sub-
system. The relationship between the School Board and the School Superin-
tendent as it relates to educational change will describe more about the
future of the alternative school proqram than your own personal relationship
to either of these parties. The School Board commitment is usually not to
the alternative school but to its own subsystem. Systems analysis would
suggest that we need to examine more carefully the intersystem properties of
the regular relationship between schools and alternative schools.
5. The crisis issues seemed to fall into a pattern that could be iden-
tified according to an alternative school's stage of development. At Stage
One, Creation, the regular school system's response is:. "Would you please
go away? We'll give you those FO's (far outs) and dropouts and crazy
teachers. Here's some federal money; please go." At Stage Two, Childhood,
the Superintendent begins to give speeches: "We are innovative; we're in
touch with the times; we have alternative programs," etc. At Stage Three,
Youth, some students
,
however, are really making it, and some people in the
regular system are starting to say, "It's a great way for schools to be!"
The response of the regular school people is, "I think they're critizing us;
I think they're really after us." At this third stage, there is a problem
with success. The criteria of success becomes more important. Some will
claim that it's a "ding dong" school and that it keeps the kids off the
street. Alternative schools throw so much magic dust on themselves at. Stages
One and Two that when they really start talking about success, then what
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criteria of success are they to use, and who are they qoing to allow to do
the evaluation?
6. The following are some properties of a system that has relevance
for alternative schools: A system is an interdependent series of units
whereby the interchange of energy across some boundary is less than within
that boundary. At Stage One, the boundary is tightened up. The level of
influence across the boundary changes accordinq to the school's stage of
development. The boundary question of how many windows are on the boundary
may be a function of the permeability desired and the stage of develoument.
Any healthy organization spends energy on systems boundary maintenance as
part of its own survival.
7. There were three themes to the Clinic. First, we provided concepts—
frames of reference, frames of analysis— in order to give some semblence of
order. This was done so that the members would not feel as though he or she
were caught in a unique morasse, but that there are some systems properties
and some dynamics that the problem is a part of. Second, we provided skills
in order to give the members some tools and techniques that could be used to
help them with their crises. Third, we provided a setting to share adminis-
trative practices and techniques; administrators seem to learn best through
these procedures.
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REPORTS FROM CLINIC GROUPS AND SKILL SESSIONS
Major Concerns of Administrators
From an Organizational Systems Perspectivo
During the first evening of the Clinic, we tried to isolate from the
participants their major concerns and most pressing issues. In order to do
this, they were divided into three clinic groups, and each group had two
facilitators. The group task was approached through informal brainstorming.
The Outline of Systems Perspective (Page 8) is a list of the concerns re-
fined by those groups and categorized according to Joe A. Litterer's concep-
tion of an organizational system. 1 The following is a description and inter-
pretation of the categories that is aimed at discerning their neanino
specifically as it relates to alternative schools.
As the outline illustrates, the responses fall quantitatively into the
following order: Institutional Subsystem
, 3; Maintenance Subsystem
, 17;
Search Subsystem, 7; Emergent Subsystem
, 6; and Regulatory Subsystem
, 6; an
explanation of these terms is also presented. From the number of responses,
two areas seem to obtrude as having the most interest: Institutional Sub-
system and Maintenance Subsystem . So far, this only tells us the areas of
concern, but it does not yet disclose to us the nature of the concerns.
In examining the content of the listings under Institutional Subsystem,
^Joseph A Litterer,
Sons, 1973), pp. 23-37.
The Analysis of Organiz a tions
,
(New York, Wiley &
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we find several themes expressed. First, how is it possible to gain credi-
bility and also reduce the innovative threat of that credibility to others,
thereby insuring greater conmitment by the regular system? Second, how
does one cope with the feeling of fear that results in
-alternative schools
because of their sense of vulnerability? Third, what effect will the alter-
native school's changes have on standard schools?
There is a dilemma within the concerns raised about the Institutional
Subsystem relationship: How does an alternative school, whose aim is to ef-
fect a change in the school district, become efficient as an agent of change,
avoid being perceived as a threat, and still have its own safety guaranteed?
Perhaps this dilemma can best be seen as a trade-off between taking a safe
posture and being guaranteed institutional commitment, or taking more adven-
turous risks and hazarding the loss of that guarantee. The directors seemed
to lean more to the side of safety. This, of course, could be due to a num-
ber of reasons which are beyond the scope of the report to analyze— reasons
such as concern over career advancement, personality type, highly unsupoor-
tive districts, stage of development, staff and student characteristics, etc.
These are all variables that may effect the director's strategy.
If one looks at this same issue from another perspective, that of the
urban-inner city alternative school, the dilemma may appear to be a luxury of
sorts. One individual felt that the essential duty of keeping the urban
school alive did not afford one the luxury of considering the question, "To
what extent can the school be made an instrument of education change?"
Maintenance is the category with the second highest response. The
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principle concern here seems to be a desire for more information on "what's
working in alternative schools." Also, there is a desire for improving
leadership skills, especially in dealing with hidden agendas, goal setting,
and the issues of pluralism and achievement and evaluation.
The evidence, then, expresses an interest in making the school opera-
tion more effective so that better learning, v„rking, and comity building
can take place. Apparently many of these directors have had limited admin-
istrative experience, prior to their directorship appointment. Their circum-
stances are even more difficult if they also have had limited entrepreneurial
experience, and this is probably the case. Even if they had had such back-
grounds, however, the effort needed for innovation, entrepreneurship, and
educational change in the public sector is continually met by difficulties
and dangers; witness the countless list of failures in both education and
business.
^nc*sr iea rch Subsystem , the concerns center around networking- informa-
tion and resource sharing, and guestions about the characteristics of schools
(e.g., size, types of students, types of staff, limits) that will help define
the school and make it more effective. The focus here is on the search be-
yond one s own school for resources that will optimize the functioning of
the alternative school operation. It suggests a desire for collaboration
with other alternative schools on both a national and regional basis.
In the area of Emergent Subsystem
,
the two main themes seem to be race
relations and interpersonal relations, especially in dealing with the issues
of trust and isolated individuals and groups. Apparently race relations
was the ultimate concern of urban alternative schools in contrast with
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interpersonal relations in the suburban schools. In either case, nany of
the same human relation skills such as comunication, intergroup confronta-
tion, coping with stereotyping, etc., are required.
Finally, in the Regulatory Subsystem, the main interests are with
authority-accountability and structure-changeability. The issues are: how
much authority should the director have; how should it be exercised, and
what responsbility do the members of the school have to the directives of
authority; how can greater responsibility be developed? The correlates of
these issues are those involved in structure and change. Structure, which
includes rules, regulations, authority, and decisions, as well as myriad
other factors, is often feared to be an obstacle for the process of change.
In conclusion, the two predominate areas of concern are Institutional
Subsj^stem and t^te^a_nce_ Subsystem
. Within these areas, the central themes
are. (1) Flow to engage in a major chanqe effort without losinq the schools,
and (2) How to improve the directors' personal leadership skills in order to
help the school operate more effectively. Other lesser concerns are almost
evenly distributed into three areas: Emergent Subsystem, Search Subsystem
,
and Regulatory Subsystem
. The themes that loom here are the desire for more
collaboration with other alternative schools, the need for human relations
skills, and the concern for the problems of authority, responsibility, struc-
ture and change.
These areas which have been distinguished through an organizational sys-
tems perspective arid the themes that have been derived from them helped us to
delineate the content focus for action for a program of crisis management
training. Throuqh this data and other data collected, we were able to
arrange a social-work contract with the participants.
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Outline of Systems Perspective
and
FoUowin, are major concerns expressed by alternative school directors
classified according to the various subsystems of the alternative
school
:
!• Institutional Subsystem.
arr^fomed
1
^ activities which
expectations £*£
^
.
so as to be acceptable to them.
P
B. Concerns:
1 ,
2 ,
3.
4.
5.
6 .
7.
8 .
9.
10 ,
11 .
12 .
13 .
14 .
15.
16 .
Th«
S
?
h001 ™ kin 9 a dent in education.
system!
^ ChanC,e aqSnt aS 3 p1oneer t0 the regular school
schools
" 96 effects of a l ternative schools upon more distant
Jeflected
0
bv
C
^rf ? by the syste" t0 a l ternative schools as
certification rules!'
$UPP ’ attendance cegulations, staff
others
ternatlVe Sch° o1 ( indivirlual ization) as a threat to
people
ternat1Ve Sch00l,s successes as a threat to other school
vulnerability
1 ternative schoc)1 credibility thereby leading to
The alternative school as a pressure valve for release of those
elements that threaten the smooth operation of the reaular
school system.
How to achieve Board commitment.
The idea of students talking to the system.
ine idea of teachers participating in committees within the
regular school.
The involvement of other authority points.
The local teachers' union.
The disparity between paper credentials and effectiveness with
kids.
Arriving at a definition of "alternative school."
The issue of the alternative school as separate or as a Dart of
the regular school
.
276
17. The liability of the alternative school due to the students'
activities outside the school building.
18. Being used by NASP--that possibility.
II. Maintenance Subsystem.
A. Definition: That part of the school consisting of activities that
are performed in order to insure satisfaction for all of the members
of the school (e.g., maintaining morale of staff and students, help-
ing staff to develop curriculum skills, etc.)
B-. Concerns:
1. The development of processes, techniques, and tools that can be
used by the leader in an alternative school. (Total--four
responses.
)
2. Dealing with hidden agendas.
3. Protecting and enhancing the survival of different cultures in a
predominantly white culture.
4. The need for intensive counseling for students.
5. The paradoxical concern of teachers for more structure while
fighting structure.
6. More information on what is working in alternative education.
(Total--four responses.)
7. More theory.
8. An understanding of the goals and of the process of measuring
success or failure in the achievement of them. (Total--two
responses.)
9. More opportunities for directors to deal with their feelings in
times of crises.
10.
Opportunities for directors to share personal and organizational
expectations.
III. Search Subsystem.
A. Definition: That part of the school consisting of activities that
are performed to search the environment for the teachers, students,
and administrators who have the skills, talents, or orientation to
make the school succeed.
B. Concerns:
1. The setting up or joining of networks for news about and re-
sources for alternative schools.
2. The development of lists for sharing information on acquiring
interns and teachers, developing in-service programs, effectively
involving Darents, and procuring outside consultants.
3. The question of why teachers seek alternative schools.
.
4. The question of characteristics of clients of alternative
schools.
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5. The question of limiting the number of students
7
ques
^
on how ^eat a student diversity is desirable
7. The question of size:
a. When to start another school.
b. Training people to start another school.
IV. Emergent Subsystem.
A. Definition: That part of the school consisting of activities that
are perrormed to deal with issues that have arisen within the school
as a consequence of students, teachers, and directors interactinq
with each other.
B. Concerns:
1. Race relations among students.
2. Interpersonal relations among all of the members of the school-
trust.
3. Student relations issues:
a. Communication with each other.
b. Isolation of some students.
4. Inter-staff relations.
5. The presence and influence of cliques conflicting with the desire
for participative democracy in decision making.
6. The conflicts between leaders and team members.
V. Regulatory Subsystem.
A. Definition: That part of the school consisting of activities that
are performed in order to regulate the daily life of the school (e.g.,
rule making activities.)
B. Concerns:
1. Decision-making processes.
2. Structure and changeability.
3. The issue of accountability.
4. The issue of authority.
5. The relief of the Director from burdensome responsibilities.
6. How to get rid of staff.
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Crises And The Stages Of Alternative School Development
One of the models through which crises and alternative schools rnay be
understood consists of a conceptual scheme of stages of development. This
scheme attempts to identify the nature of the problems and crises that al-
ternative schools face by 1 ocating those problems within a developmental
framework. Below is a description and example of the scheme that emerged
from the Clinic.
I. Stage One: The "Creation Stage" or "Birth."
II. Stage Two: The "Start-up Stage" or "Childhood."
III. Stage Three: The "Beginning to Settle-in Stage" or "Youth."
JV. Stage Four: The "Well-Settled and Institutionalized Stage"
or "Maturity."
V. Stage Five: "Old Age."
The above five stages characterize various levels of alternative school
development. It is essentially a sequential scheme, but it is not necessar-
ily 1 inear.' A school, for instance, may reach Stage Four and then find some
way to recycle back to Stage Two. One alternative school does this by
beginning each year anew and developing new structures to accommodate the
new members of the school and new ideas as well.
The administrators in the Clinic applied the scheme to themselves by in-
dicating the problems and crises they had and placing them within the scheme
according to the stage of development that they, themselves, felt most
closely characterized their schools. The list below is not meant to be com-
prehensive. It does, however, represent a most useful devise in analyzing
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and understanding the issues as they might be typified. As this list is ex-
panded and analyzed, a clearer impression should emerge of the developmental
problems of an innovation as seen by its directors.
I. Stage One: "Creation."
- No response.
II. Stage Two: "Start-up."
- Counterdependency.
- There is a lot of energy reacting to the reaular system
which makes organizing somewhat difficult.
- There is need for a lot of energy to break new ground.
III. Stage Three: "Beginning to Settle-in."
- Concern over what is really happening.
- Honeymoon ending. We are not hugging and kissing but react-
ing to the power of the regular system and facing our own
power.
- Behavioral (new) norms internalized, but now what?
- Structure building.
- Decision making. Everyone doesn't have to decide everything.
- Need to trust ourselves and others in making decisions.
- How to deal with authority.
- Crisis of authenticity, self-identity, and leadership styles
for the administrators: Do I "hang" back because I can't
legitimately express rny skills/ability?
- Who am I? Roles: professional and personal.
- What I need, want, and can do— is it legitimate?
- Norms of elitism.
- Fear of failure.
- Individualization vs. collectivism.
IV. Stage Four: "Institutionalization" or "Maturity."
- Establishing administrative routines that don't have spirit.
- Self- growth.
- Establishing some more structures to prevent burn-out (kids
say you try so hard and nothing happens).
- Director's mood effect: livelines.s--administrat.or or pioneer?
- Practicality of what works vs. personal satisfaction
(creating a community within the school).
- Tired, exhausted, burned-out.
- Boredom from repeating cycles.
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V. Stage Five: "Old Age."
- No response.
Problem Solving: Black/White
The following is an overview of the workshop on problem solving: Black
and White issues conducted by Led Smith. The overview reflects the brain-
storming-discussion format of the workshop; each heading introduces a
different problem and^ is accompanied by a list of brainstormed issues
relevant to each problem.
The workshop was very successful and energetic. Not only did it
address specific problems some directors were facing in their schools, but
it also suggested ways that schools,, in general, could open and facilitate a
constructive dialogue on their racial problems.
I. Hindrances to Meaningful Invol vement— Black/White.
A. White Behaviors Which Hinder.
1 .
2 .
3 .
4 .
5 .
6 .
7 .
8 .
9 .
10 .
11 .
12 .
13 .
14 .
15 .
Condescension.
Intellectualizing.
Lack of previous experience
Paternalism.
Tracking.
Tyranny of testing.
Over-curiosity in cultural experience. (Do they eat...?)
Lack of sensitivity.
Taking over process? or progress?
Reluctance to confront.
Failure to support.
Exclusion. (Social and other)
Misidentifying issues in terms of race.
Language. (Black neg.
)
Imposition of definitions.
B. Black Behaviors Which Hinder.
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1. Stereotyping.
2. "Black racism doesn't hurt kids."
3. Separatism.
4. Low expectations.
5. Jealousy over power.
6. Refusal to trust.
7. Black is better.
8. Negative self-image.
9. Failure to accept differences.
10. Rejection of institutions.
11. Paranoia.
12. Negative peer pressure.
13. Fear of success.
14. "Uncle Tomism."
15. Ecceptance of white authority.
16. Over sensitivity.
17. Stereotyping: Monolithic Blacks.
18. Myth creation.
19. Failure to deal with Blacks on philosophical level.
20. Reverse discrimination.
21. Romanticizing.
22. Double standard: Pugmalion Syndrome.
II. Ways to deal with Problem of Hindrances to Meaningful Involvement.
A. Interracial marriage.
B. Cross-cultural meeting to put problems on table.
C. Retreat, party.
D. Cross-culture simulation.
E. Role reversal.
F. Sensitivity module.
G. Dialoguing around common experience.
H. Common task activities.
I. Team Building Experiences.
J. Meeting with parents and administration.
K. White racism workshop for White and a Black workshop for Black.
L. Dialoguing around Black expectations and White teachers' expectations
M. T-qroup marathon.
N. Socio- psycho drama.
0 . Intergroup conflict techniques.
P. Require Black representation at meetings.
Q. Recruit Black staff.
III. Test Discrimination and ways to deal with this Specific Problem.
A. Examine test (cultural bias) substitute another test.
B. Reduce implications.
C. Have discussion with students to show how tests discriminate.
D. Develop other success modules.
E. Give a group test.
F. Show how tests have little to do with future success, etc.
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G.
H.
I.
0 .
K.
L.
Work toward abolition of test.
Student mobilization toward wipinq out testPrepare for test.
Change the curriculum.
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Leader Adaptability and Style Inventory (LASH
Self Instrument for 21 Directors of Alternative Schools
(by Scott Bristol)
At the January Clinic, 21 directors of alternative schools filled out
and scored the Ken Blanchard/Paul Mersey Leadership Adaptability and Style
Inventory (LASI-SELF) 1 Instrument. This report focuses on leadership style
as indicated by those 21 directors.
About the LASI-SELF Instrument
According to Blanchard and Hersey, it is important to know not only how
one's behavior is perceived by others but how consistent these perceptions
are with one's self-perception. The more consistent a leader's self-per-
ception is with others' perception of him, the higher the probability that
he will be able to cope effectively, especially in those situations in which
other people allow their own behavior to be influenced by their expectations
of his. The LASI Instrument attempts to measure several aspects of leader
behavior: (1) style, (2) style range, and (3) style adaptability.
Style
Style is defined by Hersey and Blanchard as "consistent patterns of
^ Paul Hersey and Kenneth Blanchard, "Rationale and Analysis of LASI In-
struments," Leader Adapta bility and Style Inventory (LASI) , Athens, Ohio,
Center for Leadership Studies , (Ohi o University, 1 973 .
)
^Paul Hersey and Kenneth Blanchard, Management of Organizational Beha^
vior, (Englewood Cliffs, New Jersey: Prentice Hall, Inc., 1972), pp. 112-1 ij
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behavior of the leader as perceived by others " 3 tm k ,y n
- This behavior is what
*• •
,
“*™r
- t“> «»*<« «»><>.. «*,«„ ts,
relationships and activities in 3 group situation in terms of task accom-
P ishment, while relationship behavior stresses building and maintaining
good personal relations between the leader and followers.
Determining Leadership st y i Q
Leadership style as perceived by both self and others (e.g., subordi-
nates, superiors, and associates) was determined by circling the letter of
the alternative action chosen for each of twelve situations. The question
was scored by totaling the number of times the style in each quadrant is
used. The cnoices of alternative actions are distributed according to what-
ever style quadrant they represent.
Each quadrant in Table 1 corresponds to the foil owing leadership style:
Quadrant 1: High Task/Low RelationshiD
Quadrant 2: High Task/High Relationship
Quadrant 3: High Relationship/Low TaskQuadrant 4: Low Task/Low Relationship
Dominant Style:
according to the
A leader's dominant style is determined
quadrant where the most responses fall.
supporting Styles: A supporting style is a leadersi
style which tends to be used by a leader on occasioi
lable 1, the dominant style suggests the number anddegree of supporting styles of the leader.
P
In
3
Ibid., pp. 82-83, pp. 110-112.
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Style Range
A leader's dominate style plus supporting styles determine style ranqe. 4
In essence, this is the extent to which one varies or is perceived to vary
one's leadership style. Some leaders are able to modify their behavior
considerably. Others seem to be limited to a dominant style.
’ Determining Style Range
Style range can be analyzed by examining the quadrants in Table 1 (see
Page 33) in which a leader's behavior is seen in terms of frequency of
behavior patterns. Leaders who are perceived as engaging in behavior in a
variety of quadrants, are considered to have wide style ranges. Leaders
whose behavior appears limited to a single style, exemplify a narrow style
range.
Style Adaptability
Style adaptability is the degree to which leader behavior is appropriate
to the demands of a given situation. A person with a narrow style ranqe can
be effective over a long period of time if he remains in situations in which
his style has a high probability of success. Conversely, a person with a
wide range of styles may be ineffective if these behaviors are not consis-
tent with the demands of the situation. Therefore, style range is not as
relevant to effectiveness as style adaptability.
''ibid.
,
pp. 121-122.
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Determining Style Ada ptability
The degree of style adaptability or effectiveness for a leader can be
determined on any of the LASI instruments. The weighting of a +2 to -2 is
based on behavioral science and empirical research. The behavior with the
highest probability of success with the alternative solutions offered is
always weighted a +2. The behavior with the lowest probability of success
is always weighted a -2. The second best alternative is weighted a +1 and
the third a -1. The. effectiveness score thus has a range from -24 to +24.
TABLE 1
Task Behavior
— —
Quadrant 3
1
Quadrant 2
High Relationship Hi qh Task
and and
Low Task High Relationship
Quadrant 4
i
Quadrant 1
Low Relationship High Task
and and
Low Task
t. - .. .... ... - ... .... ' - .
Low Relationshi
p
i
I
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TABLE 2
21 Directors' Scores
(Style and Range)
Quadrant 3
High Relationship/Low Task
102 Total
5 Average and Median
Quadrant 2
High Task/High Relationship
102 Total
5 Average and Median
Quadrant 4 Quadrant 1
Low Relationship/Low Task High Task/Low Relationship
27 Total 21 Total
1 Average and Median 1. Average and Median
REMEMBER: 21 directors x 12 questions each = 252 answers
21 + • 102 + 102 + 27 = 252 answers
TABLE 3
Effectiveness (Adaptability)
I I I I I I I I I I I • I I I I I
- ! _j ! I I I I I I f ... -
_
J I I I I 1
-24 “20 -10 0 +8 +12 . +24
MAJOR DISTRIBUTION OF DIRECTORS' SCORES FELL BETWEEN +8 AND +12.
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Conclusion
From Table 2 we can see that the directors' predominant style falls
into Quadrant 2 (High Task and High Relationship) and Quadrant 3 (High
Relationship and Low Task). The common feature to both quadrants is High
Relationship.
, The results were examined through the use of Hersey and Blanchard's
Life Cycle Theory. According to this theory, as the level of maturity of
the members of an organization increases, the leader is able to lessen his
or her task and relationship support. Ideally, the pattern of maturity
development follows this sequence: Quadrant 1, 2, 3, 4. Maturity, in this
instance, is characterized by organizational members "who need loosly con-
trolled, flexible organization with general supervision to utilize their full
potential
.
The data indicates that these directors work best with a staff that is
of average maturity. Under this condition the theory would predict that the
directors have the highest probability of success in situations where the
staff members are beginning to know their job but still require some struc-
turing; the staff members are seeking and accepting more responsibility for
their own behavior; socioemotional support is needed and sought.
This style seems to characterize the salient leadership patierns alter-
native schools need in the second and third year phase where the development
5
Ibid., pp. 134-148.
6
Ibid.
,
p. 147.
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of staff and student relationships can be an important indredient for school
cohesion.
The low scores in Quadrant 1 and 4 indicate situations in which these
directors might have trouble exerting leadership. The low score in Quadrant
1 suggests why intern, student teacher, community volunteer or new student
problems are often dealt with poorly in alternative schools. The absence of
a highly structured leadership style characterizes these directors. They
have an inclination to be hesitant in imposing a task structure on new mem-
bers. This lack of structure will tend to leave those new members and
others who need guidance in a state of confusion. In Quadrant 4, the low
score of the directors suggests that they are likely to have trouble working
with what Blanchard and Mersey call mature groups or individuals. What this
means behavicrially is that the directors are inclined to want to jump in
and help a mature group with tasks or with personal support, but according
to Blanchard and Hersey, a mature group or individual is one that completes
the task and maintains its socio-emotional support without the direct
influence of the leader. One appropriate way for a director to show support
for a mature group is to solicit the resources they need from the superinten-
dent's office, the community, foundations, the regular system, etc.
I
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EVALUATION
Administrators 1 Eval uation
The evaluation questionnaire (Page 38) includes the responses of only
17 participants out of a total of 26. The questionnaire appears- to indicate
that the general degree of satisfaction with the Clinic was very high. On
those questions that concerned learning, participation, satisfaction, meet-
ing of needs, and help to one's job, the participants indicated scores that
were high to very high on a scale from very low to very high.
According to the responses to Question Number 6 (Did the workshop
raise any questions you would like to explore in the future? Please comment
if your answer is yes.), the Clinic seemed to provoke a number of issues.
The emphasis was concentrated around three themes: First, the interrelation-
ship between the alternative school and the regular school district system,
(i.e., public relations, funding, and impact on the system). Second, the
relationship between an alternative school and other alternative schools
around the nation. And Third, improving the internal aspects of the school,
its goals, team building, decision makinq, and conflict skills.
Responses to Questions 7 and 8 (Which session was most helpful? and
Which session was least helpful?), indicate that the administrators preferred
sessions that focused on sharing administrative practices and skill training.
The lecture sessions, especially those which had a primarily abstract and
theoretical relationship to the immediate concerns of the administrators,
were the least preferred.
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The type of workshop that the administrators would like to attend in
the future could be organized under the following subjects: leadership,
organizational development practices, the problems of change, staff training
in counseling, curriculum, evaluation, and human relations.
The final comments to Question 11 (comments please), were nearly all
positive. Some participants, though, would have liked the clinic to last
longer, allowing for more time for informal exchanges.
From this data and from the verbal debriefing, the "Crisis Management
Clinic" can be considered successful. For the most part, the participants
were very satisfied with the events, the learning, the schedule; and most
important, they left with a recharged optimism about their efforts, a
greater sense of their own capabilities, and a feeling of being part of a
wider community of people who share their beliefs, their struggles, and their
successes.
Evaluation Questionnaire: Participants
Responses
1. How much do you think you learned?
1 . Nothing
2. A little
3. Moderate 15
4. Quite a lot 15
4. a. 4.7 1
5. Maximum 1
How was your participation in the workshop?
1 . Very unsatisfactory
2. Moderately unsatisfactory
3. Neutral
4. Moderately satisfactory 8
5. Very satisfactory 9
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3. Wh at was the degree of your feelinq of satisfaction
the workshops?
1
• Low satisfaction
2. Moderately unsatisfied
3. Neutral
4. Moderately satisfied
5. High satisfaction
5. a. 5.1
with
4. Has the workshop met your needs 7
1. 1.5
1.
a. Yes
2 .
3. Neutral
4.
5. No
5. This information has helped me on my job.
1
. Yes
2 .
3. Neutral
4.
5. No
?
Responses
10
5
1
1
6. Did the workshop raise any questions you would like to explore
in the future? Please comment if your answer is yes.
Yes
No
16
Comments
:
- Need to find a way to tap the creative minds of the staff
- Impact on the system
- Building internal strengths
- Future development of alternative schools
- Goals of education
- Best means of attaining goals
- Size issues
- A definite plan for regional and national meetings
- Would like more exchanges with alternative schools
- Public relations and support by NASP
- Is there too much emphasis on serving a small group with
special programs and ignoring the larqer group?
- Decision making
- Resolving conflict skills
- Possibility of on-going training, like the Clinic for
alternative school directors
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Responses
7. Which type session(s) was most helpful’
Skill
Clinic, sharing administrative practices, and
problem solving
Lectures
Informal '
^
8. Which type session(s) was least helpful’
Skill
Clinic, sharing administrative practices, and
problem solving •,
Lectures
^
Data collection-opening i
9. I would like to attend a workshop focused on:
- How to make positive change in the regular system
- Problem solving
- Internal problems to staff relationships
- Skills
- Goals of education and how to attain them
- Evaluation
- Group process skills
- Leadership
- Role negotiation
- Organizational analysis
- Alternative schools dealing with community problems
- Handling student diversity
- Curriculum
- Staff training
- Staff-student relationship
- Life planning
- Leadership styles
10. I found the schedule to be:
1 . Too heavy
2. Somewhat heavy 12
3. Moderate • 3
4. Somewhat concentrated 1
5. Not concentrated enough 1
11 . Comments:
- The staff worried a lot, too much? A fine workshop
- Much better than I’d expected or hoped
- Best conference I've been to
- Need more time
- Perhaps structure some exchange time
- Things on the board Sunday morning [brainstorming issues]
might have made a day of discussion sessions
- Staff shouldn't be afraid of all those egos who say they
[staff] have little to add
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Some time miqht be turned to listening skills
Would like some work on program evaluation
The heavy scheduling was absolutely necessary
Fine
All in all a valuable experience
More outside social izing— physical ly and in the local area
Should be spread out over a longer period '
Excellent conference; open trainers
Need more women trainers
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HUMAN RESOURCES
The Clinic brought together people with talents and experience in:
environmental education
planning
funding
public relations
team building
Black and African studies
Asian American studies
Organizational Development
They have invited you to get in touch with
sharing skills. You probably have some sk
turn.
school community relations
political survival
conflict management
human relations
staff development
alienated students
Outward Bound
governance
them in order to begin a network of
11s that you can share with them in re-
WHO WHAT WHERE
Gisha Berkowitz -mediation of staff, students,
and parents
Greenwood and Walt
Wyncote, PA 19043
home: 215-CH7-7883
215-885-0160
Alternative East
Mark Bringewatt -organizational change 30 Greys ton Road
Saugus, MA 01906
home: 617-233-8375
Lynn Cadwallader -fund raising
-public relations
112 Exchange Street
Lynn, MA 01901
home: 617-284-1109
617-581-5111
Reach Out School
Jerry Cox -application of Outward Bound
principles
420 Linden
Excelsior, MN 55331
home: 612-474-4270
612-474-5965 x59
Minnetonka High School
Mac Evans -individualized instruction
-alternative programs within
a standard high school
400 North Second Avenue
Tucson, AR 85705
home: 602-886-9917
602-791-5252
Tucson HS-- Extended Day
Human Resources
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WHO
Mike Franzblau
Dorothy Joseph
Larry Kubota
Lew Marks
Bernie Mrazik
Lee Oberparlei ter
Jerry Porter
WHAT
-environmental education pro-
ject development
-group planning skills
-multi-disciplinary theme
oriented courses
-science project development
-educational programs in the
communi ty
-communication skills
-work with bureaucracy
-parent involvement
-crisis management approaches
-organizational development
-community organizing
-cross-cultural studies,
especially in relationship
to Asian Americans
-survival in district crisis
situations
-public relations
-dealing with alienated
students
-involving parents, staff, and
students in making decisions
-organizational development
-interpersonal dynamics
-field experience education
WHERE
18 Kilmer Road
Larchmont, NY 10538
home: 914-834-7987
914-698-9000 x205
Manaroneck High School
249 Fenimore Street
Brooklyn, New York 11225
home: 212-469-8481
212-384-1363
High School Redirection
364 Puffton Village
Amherst, MA 01002
home: 413-549-6553
- 413-545-0941
National Alternative
Schools Program
740 Helendale Road
Rochester, NY 14609
home.: 716-288-5077
716-546-6732
School Without Walls
2153 10th Avenue West
Seattle, Washington
home: 206-284-2729
206-583-2759
Neighborhood Youth Corps
126 New Castle Lane
Willingboro, New Jersey
home: '609-871-4235
609-829-7600 x47
Cinnaminson Alternative
School
211 Harvard Avenue
Alls ton, MA 02121
home: 617-277-4777
Boston University
Psychology Department
i
Human Resources
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WHO
Bill Pugh
Leo Reese
Dave Rinkel
Charlotte Ryan
Leonard Smith
Kurt Soper
Charles Stein
Linda Woodard
WHAT
-organizational design,
elementary school
-teacher training
-teacher center
-parent involvement
-community action
-school organization
-finance
-proposal development
-school finance
-school -communi ty relations
and organization
-legislative strategies
-affective curriculum
development
-family planning education
-human relations: values
clarification, organiza-
• tional development and
personal growth
-funding
-public relations
-organizing, planning,
implementing programs
-Black and African studies
-self-concept building
WHERE
• 29 Kilbourne Road
Rochester, NY 14618
home: 716-385-2350
716-464-9370
World of Inquiry
2971 West 19th Place
Gary, Indiana
home: 219-944-7255
219-949-5700
Community Oriented for
Relevant Education
(CORE)
1000 SW 126th Street
Seattle, WA 98146
home: 206-242-1016
206-587-3499
Project Interchange
110 Bridge Street
Manchester, MA 01944
home: 61 7-927-1 171
New England Program in
Teacher Education
National Alternative
Schools Program (NASP)
School of Education
University of Massachusetts
Amherst, MA 01002
413-545-0941
home: 413-367-9596
Alternative Education
Program
1300 Leith Street
Flint, Michigan 48505
31 3-232-4139
87 Stratford Road
East Brunswick, NJ 08316
Perth Abboy High School
549 State Street #4
Springfield, MA 01109
home: 413-732-9575
Shan ti
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CLINIC PARTICIPANTS
William Allard
91 Barry Road
Worcester, MA
home: 617-798-3332
617-791-0553 or 0033
Worcester Alternative School
Gisha Berkowitz
Greenwood Avenue & Walt Lane
Wyncote, PA 19043
home: 215-CH7-7883
215-885-0160
Alternative East
Mark Bringewatt
30 Greyston Road
Saugus, MA 01906
home: 617-233-8375
Scott Bristol
88 Puffton Village
Amherst, MA 01002
home: 413-549-1827
413-545-0941
National Alternative Schools
Program
Lynn Cadwaller
112 Exchange Street
Lynn, MA 01901
home: 617-284-1109
61 7-581 -51 1
1
Reach Out School
Bob Chin
Social Psychology Program
Boston University
Boston, MA 02215
Gail Conley
201 North Scoville
Oak Park, IL 60301
home: 312-665-1081
312-308-0700
Oak Park River Forest High School
Gerald Cox
420 Linden
Excelsior, MN 55331
home: 612-474-4270
612-474-5965 x59
Minnetonka High School
Mac Evans
400 North Second Avenue
Tucson, Arizona 85705
home: 602-886-9917
.
602-791-5252
Tucson High School --Extended Day
Michael Franzblau
18 Kilmer Road
Larchmont, NY 10538
home: 914-834-7987
914-698-9000 x205
Manaroneck High School
Harriet Goldberg
18 West 69th Street
New York, New York 10023
home: 212-724-7089
212-866-7047
•Joan of Arc Mini School
Wayne Jennings
449 Desnoyer
St. Paul , MN 55104
home: 612-644-2805
St. Paul Open School
Dorothy Joseph
249 Fenimore Street
Brooklyn, NY 11225
home: 212-469-8481
212-384-1363
High School Redirection
Larry Kubota
364 Puffton Village
Amherst, MA 01002
home: 413-549-6553
413-545-0941
National Alternative Schools
Program
Clinic Participants
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Sandy Langguth
4586 Starret Road
Columbus, Ohio 43216
home: 261-9711
Worthington Alternative School
Lew Marks
740 Helendale Road
Rochester, New York 14609
home: 716-288-5077
716-546-6732
School Wi thout Walls
Gene Mulcahy
280 Collins Street
Hartford, CT 06105
home: 203-522-6191
Shanti
Bernard Mrazik
2153 10th Avenue West
Seattle, WA 98101
home: 206-284-2729
206-583-2759
Neighborhood Youth Corps
Lee Oberparl ei ter
126 New Castle Lane
Willingboro, New Jersey 08046
home: '609-871-4235
609-829-7600 x47
Cinnaminson Alternative School
Jerry Porter
211 Harvard Avenue
Allston, MA 02121
home: 617-277-4777
Boston University
Psychology Department
William Pugh
29 Kil bourne Road
Rochester, NY 14618
home: 716-385-2350
716-464-9370
World of Inquiry
Leo Reese, Sr.
2971 West 19th Place
Gary, Indiana 46401
home: 219-944-7255
219-949-5700
Community Oriented for Relevant
Education (CORE)
David Rinkel
1000 SW 126th Street
Seattle, WA 98146
home: 206-242-1016
206-587-3499
Project Interchange
Charlotte Ryan
110 Bridge Street
Manchester, MA 01944
home: 617-927-1171
New England Program in Teacher
Education
Ken Silvestri
Box 497
Montclair, NJ 07042
home: 201-746-9218
New Jersey Institute for Community
Schools and Alternative Education
Len Smith
Box 846
Amherst, MA 01002
home: 413-367-9596
413-545-0941
National Alternative Schools Pro-
gram
School of Education
University of Massachusetts
Amherst, MA 01002
Kurt Soper
1300 Leith Street
Flint, Michigan 48505
313-232-41 39
Alternative Education Program
Seymore Spieqle
30 Johnson Avenue
Newark, New Jersey
home: 201-463-1143
201-248-8474
School Within A School
Clinic Participants 300
Charles Stein
87 Stratford Road
East Brunswick, New Jersey
Perth Abboy High School
Linda Wilson
237 Upper Gulph Road
Radnor, PA 19087
home: 215-LA5-3170
Alternative West
Linda Woodard
549 State Street #4
Springfield, MA 01109
home: 413-732-9575
Shanti
Terry and Faye Zealand
1866 Kennedy Boulevard
Jersey City, New Jersey
08816
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CONCLUSION
The notes within the Post Clinic Report give an overview of the content
of the Clinic. There were basically three dimensions involved: First, that
encompassing the conceptual analytic side; second, that dealing with the
more practical aspects-skil Is and tools; and third, the communal energy
committed to sharing administrative issues and practices. The following
conclusions are organized according to these dimensions.
Conceptually, one of the most interesting notions that developed from
the Clinic was the model for the stages of development, which thereby
gave us a framework for analyzing the growth of alternative schools. The
issues and crises of these schools became understandable as part of a life
cycle. We noted that there were some properties common to all the schools
based upon their particular stage of development. Most of the schools
represented were at Stage Three, "Youth," where the main crisis seemed to
be centered around the issue of success. From an internal standpoint, the
alternative school directors seemed concerned about whether their school can
not only measure up to its own claims and ideals but also continue with the
same zeal and creativity of its earlier years. The external view (i.e., the
regular system), however, may develop fears and hostilities towards the
alternative schools during this stage, particularly when these schools
become successful educational organizations, thus setting examples that can-
not be ignored.
The developmental model was also applied on a personal level to the
directors themselves. A "life planning" exercise was administered to
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encourage the directors to consider their own life direction and their
current stage of development within it as it related to their alternative
school position, activities, and growth possibilities. We quessed that if
there was an inconaruity between one's personal stage and direction of
development and the school's, "burnout" might be one of the major conse-
quences.
Another conceptual way of looking at alternative school concerns and
crises was attempted -through a systems perspective. From this analytical
approach two areas were singled out as being of major concern to the alter-
native school administrative participants: Institutional Subsystem and
Maintenance Subsystem . Within these two areas the central themes were
(1) how to engage in a major change effort without losing the school, and
(2) how to improve the director's personal leadership skills in order to
help the school operate more effectively. We noted that these two themes
were identical with the major crisis issues identified in the stages of
development approach, thus, confirmino that analysis.
Skills and tools for conflict and crisis management were considered the
second most important session. There seemed to be a great deal of interest
in the areas of conflict management modes, role negotiation, problem-solving/
black issues, and team building. Decision making and communications were
skills we did not deal with, but participants expressed strong interests in
those areas.
The sharing of administrative issues and practices was an aspect ot the
Clinic that held the greatest interest. This is apparently a mode of learn-
ing that practitioners value the most. The administrators were grouped,
and
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regrouped according to Clinic functions and topics in order to allow maximum
exposure to each other. Throuqh this process, we believe a temDorary sup-
port base— a learning community, if you will—was established. It is
difficult to predict whether or not this community will continue in an
informal way, but the administrators expressed hope for its perpetuation and
even the desire for the aid of a formal networking apparatus. *
In conclusion, the Clinic was generally considered successful bv the
participants and staff, although many found the scheduling a bit too heavy.
The level of crises encountered were moderate, and the administrators were,
for the most part, professional educators who were quite impressive in their
concern for their school, their zeal and determination, and in their commit-
ment to making schools into more humane and significant environments.
The directors are often in a peculiar position, mediating between a
larger traditional system and a smaller innovative subsystem. Their roles
are unclear as are the procedures for dealing with such administrative
positions. A number of questions about leadership and crises in alternative
schools remained unanswered:
What are the distinct stages in the process of a crisis
as it occurs in an alternative school, and what are the
qualities that make each staqe unique?
What methods can be used to deal with intense crises where
time is short and the stakes are high?
What are the qualities of survival that keep an individual
sane and courageous during crises?
How does one incorporate "justice" into the process of
crisis management?
Do the exigencies of crisis management centralize author-
ity in top administrators thereby givina them a vested
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interest in generating and maintaining crises?
Despite these unanswered questions, some hypotheses have arisen out of
the experiences of the Clinic and other training events:
Training administrators in skills for internal crises
should focus on diagnosis, confrontation/problem solvinqpractices, mediation, role negotiation, and the use of a
normative third force (e.g., constitution, principles,judicial system, third party agents, legislative body).
Training administrators for crises between the alterna-
tive school and the school district or community shouldfocus on the application of strategies and open systems
planning, on skills of contention and negotiation, and
generally on methods of eliciting future opportunities
for educational advancement through the crisis.
When educational change is determined only by politics
and power, crises will simply exhaust the administrators
who manage them, thereby creating a vicious circle where
the managers actually aggravate the .crisis.
There is a need for an institutional mechanism, such as
a normative third force, to modulate the shifting balance
of power among contending groups and also to help create
self-correcting policies.
A normative approach to crisis management is an educa-
tional device that aims not only at dealing with the con-
flict but. at informing the members in the social system
of the critical issues that govern their lives.
A support netviork of alternative school administrators
could be helpful in the sharing of ideas, skills,
resources, and most important, in providing psychologi-
cal support.
A school district might create a crisis management train-
ing team composed of representative members of the school
community who could act in a preventive as well as an
intervening capacity. This team, with the assistance of
qualified advisors, could become the nucleus for in-
service training in crisis management.
Crisis as it occurs and is managed in the various stages of development
or in different parts of the alternative school system could be a matter
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Of critical importance either in significantly improving educational
concepts and practices or in maintaining a status quo. From this standpoint
and from our experiences with the Clinic, crisis management for educational
change is a field of study that justifies further serious investigation,
development, and experimentation.



